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ABSTRACT 
The purpose of this study was to discover the effects of adolescent autonomy, parental 
academic involvement and parental academic expectations as they link gender, age, ethnicity, 
and immigrant generation to adolescent academic performance. A selected sample from the 
National Longitudinal Study of Adolescent Health data set (Add Health) was used to 
examine these relationships specifically for Latino/as with comparisons drawn to White, 
African American, and Asian adolescents. Special emphasis was also placed on gender 
differences for each ethnic/racial group. The outcome variable of adolescent academic 
performance was assessed using the adolescent's reported grade point average (GPA). The 
sample was analyzed as a whole using a four-stage hierarchical regression model controlling 
for single versus dual-parent homes, the adult-to-child ratio in the home, parent education, 
mental and learning disabilities, depression, and self-esteem. 
It was discovered that adolescent autonomy, parental involvement and parental 
expectations do not mediate the relationship between the independent variables (gender, age, 
ethnicity, and immigrant generation) and GPA but rather serve as additional explanatory 
variables. All three variables had a positive influence on academic performance regardless of 
gender or ethnicity. Most notably, parental involvement was the single strongest predictor of 
Latino/a adolescent performance, especially for Latino males. In addition, many of the 
relationships observed and the explanatory strength of the variables examined were ethnic-
and gender-specific. Educational recommendations are made for working with ethnic 
minority males, as well as their parents, specifically those who are not native to the United 
States. 
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CHAPTER 1 
INTRODUCTION 
Purpose 
The purpose of this study is to discover the intervening family variables that link gender, 
age, ethnicity, and immigrant generation to adolescent academic performance. The research 
literature shows that ethnic minority students consistently perform less well than majority 
students in school and on standardized tests, and that females from all ethnic groups perform 
better than males. Various extrafamilial variables have been used to explain this gender 
difference, especially in minority groups. For example, ethnic minority females are said to 
benefit from higher teacher expectations and positive role models, whereas their male 
counterparts are more likely to be racialized and more susceptible to the negative influences 
of the counterculture. Little has been done, however, to explain variables within the family 
that may contribute to this difference in gender and ethnic/racial performance. This study 
fills an important gap in the research by examining the effects of adolescent autonomy, 
parental academic involvement and parental academic expectations on student success. 
Using a subsample of 15,368 participants from the National Longitudinal Study of 
Adolescent Health data set (Add Health), variables measuring the level of independence 
granted to the adolescent by the parent, parental involvement in the adolescent's schooling, 
and parent academic expectations are examined. The outcome variable of adolescent 
academic performance is assessed by the adolescent's reported grade point average. 
Variables are self-reported by the adolescent and one parent, usually the biological mother. 
Multiple regression analysis is used to discover whether parental independence-giving to 
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adolescents combined with parental involvement and expectations for college enrollment 
variables that can be used to explain adolescent academic success or failure and whether 
these effects vary by students' gender and ethnicity. 
Importance of the Study 
A special emphasis will be placed on Latino families and Latino/a adolescent academic 
performance. Latino/as are characterized by poor academic performance and the lowest rates 
of college enrollment in the nation. Latino males perform worse statistically than Latinas 
and have the poorest academic performance of any gendered ethnic/racial group. It is 
hypothesized that behaviors of Latino parents that foster independence in males earlier than 
females may contribute to this gender gap in performance and that these behaviors are likely 
to vary by immigrant generation. Males are developmentally slower to mature than females; 
yet, within many Latino families characterized by a tradition of patriarchy, males are given 
greater levels of independence at earlier ages than their female counterparts. The benefits of 
Latino parental involvement in their child's schooling as well as high expectations for their 
child's academic performance may not be enough to counter the negative effect of granting 
independence prematurely. 
Plan of the Study 
The theoretical framework and conceptual model for the study are discussed in chapter 
two. Chapter three includes the definition of various terms as they will be used throughout 
the paper and an extensive review of the current literature on the various factors that will be 
examined and their interactions. Please note that the focus of this study is on Latino/a 
academic performance and the parenting behaviors that influence it. However, to examine 
this relationship successfully for Latino/as it is necessary to compare it in context to other 
racial/ethnic groups (specifically, White, Black, and Asian). Therefore, the review of 
literature includes more extensive coverage of Latino/a-specific studies, but only the most 
important findings were noted for other ethnic groups. Chapter four provides the empirical 
model and a discussion on the hypotheses for the study. The sample used and the methods 
for the variables and analysis are discussed in chapter five. Finally, chapters six and seven 
present the results of the analysis and a discussion of the findings as well as their 
implications for educational policy specific to Latino/as. 
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CHAPTER 2 
THEORETICAL FRAMEWORK AND CONCEPTUAL MODEL 
This study is founded on the philosophical belief that every individual is capable of 
succeeding and that no individual is inherently more intelligent simply as a result of his/her 
gender, race/ethnicity, socioeconomic status, the number of parents in the home, or 
birthplace. Rather, each of these factors has a unique effect on academic performance and 
often combines with other factors to create interaction effects that also influence the 
individual's academic performance. An intervening variable, X2, (also called a mediating 
variable) is a variable that explains how the independent variable, Xi, affects the dependent 
variable, Y (Agresti & Finlay, 1997; Baron & Kenny, 1986; Krathwohl, 1998). A causal 
chain is formed linking Xi to X2 to Y; X] and X2, as well as X% and Y should be highly 
correlated. In the classic case of a mediating variable, when X2 is controlled the relationship 
between X; and Y is no longer significant. 
In addition to mediating, X% can also combine with the first variable, X\, to create a 
moderating interaction (Baron & Kenny, 1986). "In general terms, a moderator is a 
qualitative (e.g. sex, race, class) or quantitative (e.g. level of reward, size of group) variable 
that affects the direction and/or strength of the relationship between an independent variable 
and a dependent variable. Moderator variables specify when certain effects will hold." 
(Baron & Kenny, 1986, p. 1174). In this study, moderating effects are tested by measuring 
the interactions between the independent and intervening variables. Using the symbolic 
variables discussed above a moderation effect can be visualized with the following two-way 
interaction: Xi * X2 -> Y. 
This study will look at the mediating and moderating affects of parental behaviors on the 
relationship between individual and family characteristics and academic performance. 
Parental behaviors change the relationship between the independent variables and the 
outcome of academic performance by either eliminating the relationship between the two or 
by changing it when certain conditions are present. 
Theoretical Framework 
The theoretical framework for this study is founded in theories of adolescent 
development and gender. The adolescent's academic performance is then placed in context 
using Bronfenbrenner ' s Ecological Theory of Human Development. 
Adolescent Development and Individual Characteristics 
Erikson's (1959, 1963) theory of psychosocial development introduced a successive 
series of eight stages. Each stage is characterized by a psychosocial crisis or phase and, 
similar to most stage theories of development, it is accompanied by age approximations 
indicating when an individual should enter and exit each phase (Thomas, 2000). Erikson 
focused much of his writings on the stage of adolescent development (ages 11-19) 
characterized by the psychosocial crisis between identity and identity diffusion. During 
adolescence, the child's body will undergo numerous changes as a result of puberty, often 
causing feelings of confusion, shame, pride and pleasure (Rosenbaum, 1993). Erikson 
proposed that, during adolescence, as the body adopts a new physical identity, the child 
begins to develop his/her own identity unique from that of his/her parents, family and peers. 
As children navigate through this stage and search for their identity, they may experience 
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high levels of conflict with parents, siblings and others who are close to them (Erikson, 
1963). Erikson proposed that individuals who are able to solve the crisis between identity and 
identity diffusion in a healthy manner will develop a strong sense of individuality/autonomy 
and recognition of their value to society (Thomas, 2000). 
In her discussion of more recent studies in adolescent development, Rosenbaum (1993) 
claims that traditional theories of identity development characterized by the adolescent's 
movement towards autonomy are male specific and do not accurately describe the female 
experience. Instead, female maturity is organized in the ability to make and maintain 
emotional connections with others, and the loss of a relationship is viewed as a loss of self. 
In addition, self is not defined by the individual but rather through interdependence and 
relationships with others. 
Therefore, during adolescence both males and females mature physically, socially, 
emotionally and intellectually; however, they may experience this process in different ways. 
Although sometimes characterized by confusion and conflict, successful development will 
produce a strong and secure individual. As the adolescent adapts to his/her changing body 
and identity, the environment must change to accommodate the adolescent, as well. Parental 
behaviors tend to shift during this stage giving the adolescence increasing amounts of 
freedom and independence from parental control (Smith, 1999). It is then that families must 
navigate the continuum between adolescent autonomy and parental control. 
Contextualization of the Individual and Their Learning 
Bronfenbrenner's Ecological Theory (1979, 1993) placed human development in the 
context of the ecological environment. Bronfenbrenner used four organizational concepts to 
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describe the context of the developing individual: the microsystem, mesosystem, exosystem 
and macrosystem. The microsystem refers to "a pattern of activities, roles, and interpersonal 
relations experienced by the developing person in a given setting with particular physical and 
material characteristics" (Bronfenbrenner, 1979, p. 22). The mesosystem is comprised of 
linkages and processes that take place between two or more microsystems containing the 
developing person. The exosystem is comprised of two or more settings, one of which does 
not include the developing person. Finally, the macrosystem "consists of overarching 
patterns of micro-, meso-, and exosystems characteristic of a given culture, subculture, or 
broader social context" (Anguiano, 2004, p. 66). 
Examining adolescent development from an ecological perspective suggests that 
individual processes (i.e. academic performance) may differ for youth with distinct person 
and context characteristics. In this study, the individual process of academic performance is 
analyzed within the context of the parenting behaviors as well as family and individual 
characteristics. Specifically, the individual process of academic performance will be 
examined as the family processes of parenting behaviors link the adolescents' home and 
school (microsystems) in the context of the family's culture (exosystem) as it interacts within 
the dominant culture (macrosystem). 
The focus of this study is on Latino/a academic performance so a brief introduction to 
Latino family culture is necessary. In traditional patriarchal societies, which serve as the 
foundation for Latino culture, male children are generally given more independence than 
their female siblings (Bulcroft, Carmody, & Bulcroft, 1996). Developmentally, however, 
research has shown that females reach emotional and physical maturation earlier than males. 
Yet in Latino homes females are given less independence. This pattern may or may not be 
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true for other racial/ethnic minority groups. Extensive research that is available on White 
non-Latino/a families in the United States indicates that they do not seem to follow this 
pattern and are generally characterized by a more egalitarian approach to independence-
giving to adolescents. Therefore it is important to examine academic performance within the 
Latino family context. 
Conceptual Model 
Social science research is characterized by complex interactions and any causal 
explanation should be recognized as only one part of a very intricate chain of interactions 
(Krathwohl, 1998). It is important to note that academic performance is examined within the 
context of the individual and the family and that it makes up only a small part of the very 
complex causal chain explaining adolescent academic outcomes, some of which has never 
been explored. School and community influences are important to academic performance as 
well but will not be addressed in this study. In addition, the variables measured in this study 
are in no way intended to provide a complete explanation for the numerous individual and 
family interactions that affect academic performance. It would be virtually impossible to 
account for every factor influencing adolescent academic performance within a single model. 
Therefore this study is limited to explaining the mediating affects and moderating 
interactions of specific parenting characteristics on the relationship between various 
individual and family characteristics and academic performance (Figure 2.1). 
Figure 2.1 
Conceptual Model Linking Individual and Family Characteristics to Academic Performance 
and Parenting Behaviors and Attitudes. 
Academic 
Performance 
Parenting 
Behaviors 
and 
Attitudes 
Individual and 
Family 
Characteristics 
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CHAPTER 3 
INDIVIDUAL AND FAMIY CHARACTERISTICS, PARENTING BEHAVIORS AND 
ADOLESCENT ACADEMIC PERFORMANCE 
Terminology 
To ensure clarity, several terms are defined. They are used throughout the study. 
Adolescence 
The term adolescence is used to describe the developmental period between late 
childhood and early adulthood, usually beginning with the onset of puberty and 
chronologically defined roughly as occurring between the ages of 11 and 19 (Noller & 
Callan, 1991; Smilansky, 1991). An important developmental characterization of 
adolescence is the emergence of the adolescent's identity. "The most significant 
environmental factor shaping the emerging personality is the family environment" (Smith, 
1999, p.358). Within the family context, "structures and rules in the home environment that 
encourage the development of autonomy and identity" serve to encourage the formation of 
resilient character traits while buffering the impact of stressors (Smith, 1999, p.358). This 
study focuses on the impact that family structure, specifically the level of autonomy granted 
to the adolescent, has on academic performance. 
Racial and Ethnic Labels 
There are four widely recognized racial groups in the United States: Anglo Americans (or 
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Whites)1, African Americans (or Blacks), Asian Americans and Native Americans (Banks & 
Banks, 2001). This study will focus only on Whites, Blacks, and Asians in addition to 
Latino/as2, the largest ethnic minority group within the U.S (U.S. Census Bureau, 2001). 
Racial and ethnic identities for this study were identified from the children's and parents' 
self-reported responses. 
The racial labels used in the United States refer to one's cultural heritage and land of 
family origin. The terms Anglo American or White traditionally refer to an individual whose 
"biological and cultural heritage originated in England" (Banks & Banks, 2001, p. 427) 
and/or other European nations. The terms Black or African American are used to describe 
those individuals who reside in the U.S. but have a biological and cultural heritage that 
originated in Africa. Likewise, Asian Americans are individuals whose biological and 
cultural heritage originated in the Pacific region or the Asian continent (Banks & Banks, 
2001). 
Similarly, Latino/as are identified by their shared language, culture and heritage 
originating in Latin America and Spain. It is important to note that Latino/as can be from 
any racial group (Banks & Banks, 2001). Latino/as are the fastest growing ethnic minority 
group in the United States. The 2000 U.S. Census reported that they now represent 12.5% of 
the population and are projected to make up over a quarter of the U.S. population by the year 
2050 (Banks & Banks, 2001; U.S. Census Bureau, 2001). Researchers have begun to take 
note of the Latino/a population growth and a renewed interest has been placed on Latino/a 
1 Consistent with the current literature the racial terms, "Anglo," "Anglo American" and "White" are used 
interchangeably throughout the paper, as are the terms "African American" and "Black" as well as "Asian 
American" and "Asian." 
2 In current literature the terms "Hispanic" and "Latino/a" are often used interchangeably. "Hispanic," 
however, is not the preferred term of the author, therefore the term "Latino/a" will be used exclusively 
throughout the paper except where "Hispanic" is used in an original quoted text or is part of a formal name. 
development, family structure, assimilation/acculturation, academic performance and other 
issues salient to this rapidly growing segment of the population. 
Immigrant Generation 
Immigrant generation is an important factor that must be taken into consideration when 
focusing on Latino/as and Asian Americans. In this study, adolescent participants are 
defined as either first, second or third (or more) generation. A first generation immigrant 
refers to an individual who was not born in the United States and whose biological parents 
were also not born in the U.S. A second generation immigrant is commonly defined as 
someone who was born in the U.S. but has at least one biological parent who was not born in 
the U.S. A third generation immigrant is someone who was born in the U.S. and whose 
parents were born in the U.S., but whose grandparents immigrated to this country (Portes & 
Rumbaut, 2001; Rodriguez, 2002). In this study it was not possible to distinguish between 
those who were third generation or higher so they have been combined into one group that 
will simply be known as third generation immigrants. 
Academic Performance Outcomes 
Education and educational opportunities are valued strongly in the United States and are 
also strong motivators for parents immigrating to the U.S. with their families (Grant & Rong, 
1999). Academic performance is the single most commonly-used indicator of a child's 
intellectual abilities and potential to excel in college and/or the workforce. In addition to its 
use as a measurement for potential success, high academic achievement also has been 
identified as a buffer for negative academic outcomes such as teenage pregnancy (Serbin & 
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Karp, 2003). Similarly, school maladaptation has been linked to an increased likelihood of 
association with deviant peers (Dishion, Poulin, & Skaggs, 2000). 
Academic performance is commonly measured using a child's grade point average 
(GPA) and/or standardized test scores (Dishion, Poulin, & Skaggs, 2000; Jacobson & 
Crockett, 2000; Kim & Rohner, 2002; Shumow & Miller, 2001; Steinberg, et al., 1992; 
Yang, 1997; Zuniga, 2001). This study focuses on academic performance in middle school 
and high school as assessed by the adolescent's self-reported GPAs. 
A number of factors have been shown to influence a child's actual performance in 
academic settings. Three of the most prominent are the individual characteristics of 
ethnicity, gender, and immigrant generation which are the focus of this study. Social and 
family factors, such as socioeconomic status, parent education, number of parents in the 
home, family resources, family and teacher expectations also have been linked to academic 
performance. 
Individual Characteristics Affecting Academic Performance 
Ethnicity 
Ethnicity is defined as one's identity with a group that collectively "shares a common 
history and culture, common values, behaviors, and other characteristics that cause members 
of the group to have a shared identity" (Banks & Banks, 2001, p.428). The focus of this 
study is the experience of ethnic minority groups, specifically Latino/as. Ethnic minority 
groups are characterized by distinct cultural and/or racial characteristics that allow them to be 
identified by others and to sometimes become targets of racism and discrimination (Banks & 
Banks, 2001). 
A student's ethnic identity is an important determinant in his/hers academic experience 
from both an internal and external perspective. Internally, a strong ethnic identity can serve 
to protect an individual from negative social influences through the development of high 
levels of self-esteem and self-efficacy (Banks & Banks, 2001; Dukes & Martinez, 1994). 
Externally, an individual's ethnicity is often the basis for social judgments made about the 
student whether positive or negative (Banks & Banks, 2001; Gonzalez & Padilla, 1997; 
Hyams, 2000). 
Ethnic differences in academic performance within the U.S. education system. 
Educational researchers have consistently found a pattern of performance within U.S. 
schools where Black and Latino/a children exhibit the lowest levels of performance while 
Asian American students outperform all ethnic groups including Whites. This pattern of 
performance has been a concern for decades. Although a number of causes have been cited, 
the most common explanations are founded on deficiency models blaming the students and 
their families (Barajas & Pierce, 2001). Cultural values and norms, socioeconomic status, 
parent education and family structure have all been identified as causes for poor minority 
academic performance, yet the education gap persists when these factors are controlled 
(Barajas & Pierce, 2001; Steinberg, Dombusch, & Brown, 1992). 
The United States education system has been built to reflect the dominant (White) culture 
leaving minority students to navigate through a school system that does not reflect their 
values or norms (Barajas & Pierce, 2001; Yeh & Drost, 2002). Students must assimilate to 
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the dominant culture's values and norms such as individualism to succeed (Barajas & Pierce, 
2001; Bernai, Saenz, & Knight, 1991; Fordham & Ogbu, 1986). Therefore, students from 
collectivistic cultures characteristic of most ethnic minority groups in the U.S. experience a 
daily incongruence as they move from their family-oriented home to school where they are 
expected to be assertive, independent, and confident (Harrison, et al., 1990; Markus & 
Kitayama, 1991; Perez-Granados & Callanan, 1997; Raeff, Greenfield & Quiroz, 2000; 
Rodriguez, 2002; Yeh & Drost, 2002). Within their schools minority students are faced with 
"incongruent expectations, motives, social behaviors, language, and cognitive patterns of 
teachers and majority students" (Yeh & Drost, 2002, no page number available). In addition 
minority and immigrant student and parent attitudes towards learning, motivation and 
achievement also may differ from the majority's cultural norm (Dunn & Griggs, 1996; Elliot 
& Bempechat, 2001; Johnson, 1936; Li, 2002; Markus & Kitayama, 1991; Raeff, Greenfield 
& Quiroz, 2000; Steinberg, Dombusch, & Brown, 1992; Yeh & Drost, 2002). 
Education of Latino/as in the United States. 
The education of Latino/as in the U.S. has become a growing concern, especially because 
of the rapidly increasing population size (U.S. Census Bureau, 2001) and the recognized fact 
that Latino/a students are not achieving at the same level as non-Latino/a students on a 
number of educational measures. The President's Commission on Educational Excellence 
for Hispanic Americans (1996), concluded that the educational gap between Latino/as and 
non-Latino/as persists and that "educational attainment for most Hispanic Americans is in a 
state of crisis" (no page number available). 
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The failure of the U. S. educational system for Latino/a students is especially visible in 
high school dropout rates. Latino/a high school students consistently have a higher dropout 
rate than non-Latino/a Whites and non-Latino/a Blacks (Macgregor-Mendoza, 1999; 
President's Commission on Educational Excellence for Hispanic Americans, 1996). "The 
low high school completion rate for Latino/as has not changed substantially in several years. 
High school completion rates for white and black students in 1998 were 90% and 81%, 
respectively. However, the high school completion rate for Latino/as was only 63%" (NCES, 
1998a, no page number available). Torres (2001) reported that this difference in high school 
completion rates of Latino/as and Caucasians has existed for several decades. 
Despite the negative picture the statistics may paint, not all Latino/a students are 
unsuccessful; more than two thirds of the U.S. Latino population does graduate from high 
school (NCES, 1998a). Many researchers have attempted to understand Latino education 
using the resiliency model that looks at academically successful Latino/a students rather than 
focusing solely on academic failure (Alva, 1991; Bernard, 1993; Gonzalez & Padilla, 1997; 
Mcmillan & Reed, 1994; Waxman, et al., 1997). Resilient students are described as those 
students who manage to succeed academically despite being exposed to adverse conditions 
and obstacles (Alva, 1991; Gonzalez & Padilla, 1997; Waxman, et al., 1997). For a student 
to be labeled as resilient, he or she must first be exposed to adverse conditions and 
considered at risk for academic failure (Rumbaut, 2000). Latino/as are statistically at risk for 
negative academic outcomes (NCES, 1998a; President's Commission on the Educational 
Excellence for Hispanic Americans, 2000; President's Commission on the Educational 
Excellence for Hispanic Americans, 1996). Although numerous programs exist in high 
schools today to help prevent dropouts, many of the programs are not effective when dealing 
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with Latino/a students because they do not specifically meet their needs as compared to the 
general Anglo high school population (Waxman, et al., 1997). 
Researchers need to understand what separates resilient students from nonresilient 
students, so that the factors leading Latino/a students to fail academically can be altered. 
Many studies done in this area comparing successful Latino/a students to unsuccessful ones 
have found that successful students have several factors in common. Some of the factors are 
individual student characteristics such as social competence, problem-solving skills, a sense 
of purpose and autonomy (Bernard, 1993), utilization of school, time and family in a positive 
manner (McMillan & Reed, 1994; Rumbaut, 2000; Waxman, et al., 1997), academic support 
from teachers and peers and "fewer family conflicts and difficulties" (Alva, 1991, p.31). 
Gender 
In addition to the obvious biological difference that separates girls from boys researchers 
have found that regardless of environment or culture girls and boys begin to differ 
developmentally, socially, psychologically and behaviorally at a very early age and exhibit 
some form of difference throughout the lifespan (Fagot, 1994; Martinez & Dukes, 1991; 
Olson & DeFrain, 2000). 
The gender gap in educational achievement can be seen across all ethnic groups with 
higher proportions of women with higher grade point averages, graduating from high school, 
and going on to pursue higher education than men (Grant & Rong, 1998, 1999; Lopez, 2002). 
The gap is predicted to reach 2.3 million by the year 2007 with 9.2 million women enrolled 
in college and only 6.9 men (Lopez, 2002). This gender gap is particularly wide for ethnic 
minority groups, specifically Latino/as and African Americans (Lopez, 2002, 2003). 
Intuitively one would expect female students to face more barriers in the academic setting 
compared to their male peers. The social pressures to aspire to the traditional female role of 
mother and wife (Gandara, 1995; Grant & Rong, 1999; Kitano, 1998), the lowered 
expectations for performance in mathematics and science (American Association of 
University Women, 1999,1992; Gandara, 1995), the gender-biased curriculums (AAUW, 
1992; Kitano, 1998) and increased demands from home (Jordan, Lara, & McPartland, 1996) 
all lend themselves to making the attainment of academic success more difficult for females. 
Yet they are succeeding. Researchers have found that females are benefiting from higher 
levels of persistence and satisfaction of self, effective coping mechanisms, higher teacher 
expectations, positive female role-models, social support networks and less susceptibility to 
the counter-culture (Copeland & Hess, 1995; Gandara, 1995; Ginorio & Martinez 1998; 
Grant & Rong, 1999; Guidry, 2000; Kitano, 1998; Lopez, 2002, 2003; MacMillan, et al., 
1996; Martinez & Dukes, 1991; Smith, 2002). 
Academic Performance and the Interaction of Ethnicity and Gender for Latino/as 
In combination with the barriers produced by sexism, Latinas face additional barriers 
created by racism in their academic pursuits. A qualitative study carried out by Hyams 
(2000) in a low-income Los Angeles public high school revealed the cultural stereotypes that 
faced female Mexican students. The Los Angeles media, schools, and other social 
institutions genderized and racialized the causes of the high dropout rates among Mexican 
females. They defined high-school dropout rates as a result of the Mexican students' native 
culture and poverty in which students were encouraged to choose work over school; strict 
religious beliefs about contraception led to early out of wedlock pregnancies, forcing girls to 
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drop out of school. The female students Hyams interviewed spoke of the anxiety they felt to 
counter the negative expectations of their teachers and school, resulting in feelings of 
vulnerability and lack of control. 
"Latinas experience a chilly climate in classrooms both as women and as members of a 
racial ethnic minority. However, rather than succumb to the pressures of this gendered and 
raced dynamic, they seek out protective relationships, support and encouragement where they 
can achieve a positive sense of racial ethnic identity that they carry with them from high 
school to college" (Barajas & Pierce, 2001, p. 874). Therefore, although Latinas have been 
found to have lower self-esteem compared to their White female peers and male counterparts 
(Dukes & Martinez, 1994; Martinez & Dukes, 1991) they are able to cope with the stress of 
racism and succeed through the formation of supportive relationships while Latinos excelled 
through participation in school sports. 
Copeland and Hess (1995) studied the effects of gender and ethnicity on the coping 
strategies used by students to alleviate the effects of adolescent stress. The period of 
adolescence is particularly stressful because children encounter a wide variety of new 
stressors and often have not yet acquired extensive coping strategies. Copeland and Hess 
administered two questionnaires to 244 urban ninth-grade students (189 White (77.46%) and 
55 Latino/a (22.54%)). The results showed a significant gender effect. Males reported 
coping through avoidance of problems, passive diversions, and physical diversions. Females, 
on the other hand, reported using "proactive orientation, catharsis, positive imagery, and self-
reliance" to cope effectively. Both male and female Latino/as reported using more social 
activities and seeking of spiritual support compared to their White peers, which is consistent 
with Latino cultural norms (Gandara, 1995). 
20 
"If I had been born male I probably would not have done so well because I would have 
resisted. I was able to put up with more; as a female, I accepted humiliation more" (Gandara, 
1995, p. 109). This statement, made by a Chicana professional, interviewed by Gandara 
(1995), is very telling of the Latina educational experience. She speaks of enduring 
humiliation to be academically successful. In comparison to her male counterparts she 
believes that she resisted the mainstream culture less (in contrast to the counter-culture) and 
accepted more of the inequities in an effort to succeed. Her story supports the claim made by 
several scholars that it is necessary for minorities to assimilate in order to succeed (Barajas & 
Pierce, 2001; Bernai, Saenz, & Knight, 1991; Fordham & Ogbu, 1986). 
Patricia Gandara's (1995) qualitative study looked at the academic achievement of 50 
Mexican American participants who were awarded a Ph.D., J.D. or M.D. None of the 
participants' parents had a high school degree (parents averaged a fifth grade education) and 
all worked as skilled or unskilled laborers. She found that the two most important factors 
contributing to her participants' academic success were their individual persistence and their 
family support. Along with family support, Gandara found that high levels of parental 
involvement (such as assisting with homework when possible and enforcing high standards 
for their children) and having a family member mentor the student were characteristics 
shared by all of the academically successful participants. In addition, all of the participants 
came from families who viewed education as a means of social mobility and who enforced 
this belief. 
Gandara (1995) found that both males and females reported high levels of persistence, 
which is highly correlated with academic achievement especially for minority students. 
Persistence is believed by social-cognitive theorists to be a result of a "self belief of 
21 
efficacy," defined as the "belief in one's own efficacy [that] is engendered by experiences of 
mastery, modeling the behavior of important others, and being the recipient of social 
persuasion, that is having been told by others that they are capable" (Gandara, 1995, p. 84). 
This self belief of efficacy was especially apparent in the females she interviewed who, as a 
whole, reported facing racist and sexist barriers that they were able to overcome through 
persistence. For example, several women described their persistence in convincing school 
administration to move them out of remedial classes and into college preparatory tracks. As 
a result of their persistence and high levels of self belief of efficacy, the Latinas interviewed 
reported that they were always academically oriented, consistently good students and made 
the decision to attend college early in life. 
In the United States Latino families are beginning to break from traditional gender norms. 
It is becoming necessary that mothers and wives take jobs outside the home and contribute to 
the family income (Grant & Rong, 1999). The professional Chicanas interviewed by 
Gandara (1995) all reported having strong mothers who worked outside the home and who 
encouraged their children in their academic pursuits. Research has shown that Latina 
mothers play the largest role in supporting their children's educational aspirations and the 
importance of same-sex modeling for young Latinas (Ginorio & Martinez, 1998). Thus, 
having a mother who holds a job, contributes to the family income, and supports their 
children's education has a strong effect on Latinas' self-belief of efficacy and educational 
attainment (Gandara, 1995; Kitano, 1998). In combination with the female role models 
found within Latino homes, Latinas are also exposed to other American women and their 
increased success in education and the workplace. Same-sex mentors are becoming 
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increasingly available in the school and college settings that also have a positive effect on 
Latina educational aspirations (Gandara, 1995). 
Immigrant Generation 
Immigrant generation is a key variable in the understanding of the Latino/a experience in 
the U.S. (Although this study will focus on Latino/a immigrants it is important to note that 
the sample included White, Black and Asian immigrants as well.) Immigration to the U.S. is 
a major contributor to the recent increase in the Latino/a population size. The application for 
naturalization by Latino/as has increased by 400 percent in the last few years (Alba, Massey, 
& Rumbaut, 1999). With immigrant families constantly moving to the U.S., and Mexico 
being the largest source of legal and illegal immigration (Rumbaut, 1997; 2000), first and 
second generation Latino/a children are the fastest growing group under the age of 15 (Board 
on Children and Families, 1995) and must be carefully considered in any Latino/a education 
analysis. 
Acculturation and academic performance for Latino/a immigrants. 
Acculturation is the process by which individuals become integrated into a culture 
different from their own; its level and rate are heavily determined by family factors and 
social dynamics (Portes & Rumbaut, 2001). Acculturation is particularly difficult for 
individuals who immigrate to the United States after the age of 12. These late immigrants 
have been found to experience more stress due to acculturation than those immigrating at 
younger ages (Gonzalez & Padilla, 1997). It is important to note the dynamics of 
acculturation when measuring academic success because many factors interact to affect 
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academic outcomes (Gonzalez & Padilla, 1997; Hurtado & Gauvain, 1997; Portes & Zhou, 
1993) often creating conflicting results. For example, Hurtado and Gauvain (1997) found 
that more acculturated Mexican American adolescents were more likely to attend college 
than those who were less acculturated even after they controlled for the level of parental 
education. In addition, the National Center for Educational Statistics (1998) reported that the 
dropout rate for Latino/a immigrant high school students is double the rate for those born in 
the United States. These findings, however, are not consistently supported. 
In contrast, other researchers found Latino/a immigrant children to be more resilient than 
second-generation Latino/a students, even out-performing their peers academically (Fuligni, 
1997; Portes & Rumbaut, 2001; Rumbaut, 1995,2000). Gonzalez and Padilla (1997) 
specifically label acculturation to U.S. culture, in addition to low socio-economic stress, as a 
major contributing factor to poor academic performance among Latino/as. First generation 
Latino/a immigrants were reported to be more motivated, to have higher aspirations and to be 
less likely to drop out than later generations (Gonzalez and Padilla, 1997; Rumbaut, 1995, 
2000; Suarez-Orozco & Suarez-Orozco, 1995). The researchers concluded that, despite the 
harsher social conditions that traditionally characterize life for recent immigrants, Latino/a 
immigrant children exhibit a high level of educational achievement, which is attributed to 
their high levels of aspirations, motivations, and family involvement and to a closer family 
network of support. Despite higher levels of resiliency, it is apparent from the conflicting 
results in dropout rates and school progress (discussed in the following section) for 
immigrant Latino/as that more research is needed in this area. 
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Latina levels of assimilation and acculturation. 
Researchers have identified a gender difference in cultural integration indicating that 
Latinas tend to assimilate and acculturate more quickly than their male counterparts. In 
addition this integration into the dominant culture has had a positive affect on Latina 
academic performance while first immigrant generation status has proven to be a risk factor. 
Grant and Rong (1999) conducted a study of the school progress of Asian, Latino/a 
(which were divided into Mexicans and Others (excluding Puerto Ricans)), Black and White 
males and females, aged 15-24. Their sample was drawn from the Current Population 
Survey and contained a total of 7,233 males and 7,446 females. Gender, ethnicity, and 
immigrant generation were analyzed separately and measured for possible interactions while 
controlling for income and age. The outcome variable, school progress, was measured as the 
number of years of schooling the individual had completed at the time he/she was 
interviewed. 
Grant and Rong (1999) found that, across all ethnic and immigrant generation groups, 
women have achieved just as much, and often, more education than their male counterparts. 
Specifically within Latino/as, a generational effect was observed. Within the first generation 
immigrant group, males completed more years of school than females. For both the second 
generation and those whose families were native to the United States, women completed 
more school than men (although this difference was not statistically significant). Grant and 
Rong specifically note that the educational achievement of immigrant women in the United 
States is still significantly greater compared to the achievement of women in their countries 
of national origin. They also found that, for all ethnic groups, and across genders, 
immigrants completed the least amount of schooling (10.8 years). It can be concluded that 
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increased levels of assimilation to the dominant society through lengthened exposure 
benefited both males and females but benefited females to a greater extent. 
One of the indicators of "successful assimilation" is the acquisition of the English 
language. Researchers argue that Latina immigrants are able to learn English more rapidly 
than males and that they adapt to American societal rules and norms within the school setting 
with more ease (Grant & Rong, 1999). One of the explanations for the ability of immigrant 
girls to learn English more quickly is that they are often called upon to act as translators and 
mediators for their parents within American social institutions (Smith, 2002; Valenzuela, 
1999). Increased persistence among Latinas (Gandara, 1995) may also be an additional 
explanation for the increased adaptation by immigrant females to the English language and 
the social norms found within the school culture (Grant & Rong, 1999). 
Increased knowledge of English and of American mainstream culture may facilitate 
Latina navigation through the school system. "These [English-learning] behaviors and 
activities might result in girls more so than boys being identified by educators as good 
students, which in turn results in more encouragement to persist in schooling and more 
access to advantageous learning opportunities, such as placement in honors classes" (Grant & 
Rong, 1999, p. 17). Grant and Rong (1999) also speculated that "girls and women may adapt 
more readily to American schools in English acquisition, learning style, classroom 
interaction, social life, extracurricular activities, and school rules and regulations, and 
thereby garnering more support from educators in comparison to boys" (p. 23). 
Immigrants and ethnic minority males and females have different experiences in the 
public realm in the United States (Kitano 1998), which may reflect their paths of 
assimilation/acculturation into the mainstream society. Barajas and Pierce (2001) conducted 
interviews with forty-five successful Latino/a college student mentors (31 female, 14 male) 
and twenty-seven of the high school students they worked with (11 female, 16 male) to 
discover the gender differences in assimilation to the dominant culture and its affects on 
academic success. Their sample was drawn from participants in a mentoring program at a 
large Midwestern University. The students came from various Latino/a backgrounds; the 
majority were identified as second or third generation immigrants. 
Contrary to the current literature, Barajas and Pierce (2001) found that Latino/a students 
did not assimilate in the ways predicted. The majority of assimilation literature argues that, 
to be successful, immigrants must eventually adopt completely the dominant culture and lose 
their native culture and language. The female students interviewed by Barajas and Pierce, 
however, attributed their success to their supportive relationships with other Latinas and their 
strengthened ethnic identity that enabled them to navigate through the discrimination and 
stereotypes they faced. Males, on the other hand, conformed to the individualistic ideals of 
American culture and reported weaker ties to their ethnic group and less positive racial ethnic 
identities. Many of the males attributed their success to their individual characteristics and 
the opportunities provided to them through athletics. 
Barajas and Pierce (2001) discovered, that early in their education, the Latina participants 
sought out "cultural translators" who helped them navigate between the dominant culture and 
their own, allowing them to become bicultural. The Latino participants, however, took a 
different approach and modeled themselves after the dominant group, which encouraged 
academic success but discouraged the preservation of their native culture. Barajas and Pierce 
claim "these young men often paid a psychological price for their conformity to these norms. 
The majority had strongly ambivalent feelings about their racial ethnic identities." Their 
failure to operate within their culture may have had effects on their self-esteem as reported 
earlier (Martinez & Dukes, 1991). Conversely, Latinas were able "to maintain a positive 
sense of racial ethnic identity. Consequently, their success in school did not entail giving up 
their ethnic identity" (Barajas & Pierce 2001, p. 873). 
It is important to note here the differences in the interactions reported by the male and 
female participants. As predicted by the results of Copeland and Hess' (1995) study, females 
engaged in more social interactions while males engaged in more physical diversions. In the 
case of this sample, both coping strategies led to academic success (all subjects were in 
college or identified as college-bound) but through different paths of assimilation with males 
perhaps paying a "psychological price" for the loss of their ethnic identity. 
Although much of the research is contradictory, the prevailing theme is that Latino/as 
girls and boys experience acculturation and assimilation differently. It appears that 
acculturation in the form of language acquisition and learning the rules of operation within 
the school system has created positive academic outcomes for girls. Boys, on the other hand, 
benefited from assimilation to the dominant culture in the form of sports and other more 
active forms of participation. 
Additional Individual Characteristics Influencing Adolescent Academic Performance 
In addition to gender, age, ethnicity/race, and immigrant generation there are a number of 
other individual adolescent characteristics that influence academic performance. Such 
characteristics include, but are not limited to, adolescent locus of control, psychological 
health and stability, intelligence, mental disorders, physical disabilities, and motivation. This 
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study will control for mental and learning disabilities as well as the adolescent intrapersonal 
characteristics, depression and self-esteem. 
Mental and learning disabilities. 
Approximately twelve-percent of adolescents suffer from a mental disorder (Irwin, Jr. & 
Orr, 1991). Specific to this study is the severe mental disorder, mental retardation. Mental 
retardation is defined as "substantial limitations in present functioning. It is characterized by 
significant subaverage intellectual functioning, existing concurrently with related limitations 
in two or more of the following applicable adaptive skill areas: communication, self-care, 
home living, social skills, community use, self-direction, health and safety, functional 
academics, leisure, and work" (American Association on Mental Retardation (AAMR), 1992, 
p. 1). Individuals diagnosed with mental retardation are often classified using his/her level of 
required support ranging from intermittent support to extensive (AAMR, 1992; Smith, 1999). 
Diagnosis with a learning disability implies that the adolescent has a "handicap or 
disorder in one or more of the psychological abilities to receive, store, process, or produce 
information. A disability may manifest itself in listening, thinking, speaking, writing, 
spelling, reading, or in doing math" (Coleman, Levine & Sandler, 1991, p. 580). In addition 
to the inherent academic difficulties, adolescents with learning disabilities may also 
experience a variety of emotional and social problems that hinder development including, but 
not limited to, depression, low self-esteem, anxiety, social withdrawal, aggressiveness, 
distractibility, social withdrawal, and over-activity (Feagans & Haldane, 1991; Smith, 1999). 
A disability of any form can inhibit an adolescent's academic performance as he/she may 
not be developmentally capable of performing at the same ways as his/her same-age peers 
29 
and schools are often not prepared or equipped to meet the specific needs of these students 
(Smith, 1999). In addition, adolescents with disabilities are sometimes segregated from the 
other students and placed in special classes, programs, or even separate schools (Coleman, 
Levine & Sandler, 1991; Feagans & Haldane, 1991; Zetlin, 1991). Academic performance is 
context specific and in the case of a student enrolled in special education classes or schools, 
his/her school experience, curriculum and grades will be a reflection of this. 
Adolescent intrapersonal characteristics: depression and self-esteem. 
Mental health and mental well-being is closely linked to adolescent academic 
performance. Depression and self-esteem, the two characteristics discussed here, are perhaps 
the most commonly studied aspects of adolescent well-being affecting academic performance 
and adolescent behaviors (Accordinao, Accordino, & Slaney, 2000; Bankston III & Zhou, 
2002; Blechman, et al., 1986; Eccles, 1991b; Empfield & Bakalar, 2001; Hollon, 1970; 
Learner & Kruger, 1997; Shrier, et al., 2001; Simmons, Rosenberg & Rosenberg, 1973; 
Zimmerman, et al., 1996) 
Depression is a term used by mental health professionals to refer to a grouping of 
symptoms centralized around "pervasive feelings of sadness, irritability, or lack of pleasure. 
Several other symptoms must also be present, such as suicidal ideation, fatigue, disturbances 
in sleep or appetite, poor concentration, excessive guilt, feelings of worthlessness or low self-
esteem, hopelessness, or social withdrawal" (Smith, 1999, p. 120). 
Rates of depression increase with age, with adolescents reporting significantly higher 
rates than younger children and preadolescents (Empfield & Bakalar, 2001; Lewinsohn, et 
al., 1991; Smith, 1999). The average for the onset of adolescent depression is around 15 and 
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the risk of becoming depressed increases each year through age 19 (Empfield & Bakalar, 
2001). During adolescence, depression also is most commonly reported among females, 
whereas preadolescent rates tend to be similar for males and females (Smith, 1999; 
Weissman & Klerman, 1991). This gender difference persists until middle-aged adulthood 
when the number of males and females suffering from depression becomes similar once 
again (Empfield & Bakalar, 2001). Ethnic and racial minorities, later immigrant generations 
and native-born adolescents, children with parents who suffer from depression, adolescents 
with learning disabilities, adolescents living in adverse communities, and adolescents who 
have fewer social and family resources are also at a greater risk for depression (Empfield & 
Bakalar, 2001; Harker, 2001; Ramos, Jaccard & Guilamo-Ramos, 2003; Roberts & Sobham, 
1992; Smith, 1999; Weissman & Klerman, 1991; Wickrama & Bryant, 2003). 
The psychological construct, self-esteem, is used by researchers and practitioners to refer 
to a variety of aspects of individual well-being and is often discussed interchangeably with 
self-concept, self-image, and self-perception (Eccles, 1991b; Shirk & Renouf, 1992; Smith 
1999). Self-esteem is generally defined as an individual's evaluation of what he/she believes 
to be true of him/herself; it is an expression of self-approval, -disapproval or self-worth 
(Smith, 1999; Zimmerman, et al., 1996). 
Depression and self-esteem are highly correlated with one another; low-self esteem is 
commonly associated with high levels of depression and vice-versa (Battle, 1987; Harter, 
1988; Portes & Zady, 2002; Shirk & Renouf, 1992; Zimmerman, et al., 1996). Similar to 
depression, gender and ethnic differences have also been observed in self-esteem research. 
Females, Asians, Native Americans, and Latino/as generally report lower levels of self-
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esteem while males, Whites and African Americans report higher levels (Bankston III & 
Zhou, 2002; Eccles, 1991b; Martinez & Dukes, 1997; Shrier, et al., 2001; Smith, 1999). 
Increased levels of depression and low self-esteem have traditionally been cited as a 
cause of lower grades (Bankston III & Zhou, 2002; Empfield & Bakalar, 2001; Rosenberg, 
1965; Rosenberg, Schooler & Schoenbach, 1989; Zimmerman, et al., 1996). Conversely, 
more recent research has introduced high grades as an antecedent variable for high self-
esteem and low levels of depression (Ross & Broh, 2000; Schmidt & Padilla, 2003). Finally, 
Lui, Kaplan, and Risser (1992) concluded that the causal link between self-esteem and 
depression to academic performance has been shown to be circular and reciprocal with 
psychological well-being affecting academic performance and academic performance, in 
turn, affecting adolescent psychological well-being. Therefore, the exact nature of the 
relationship between adolescent psychological well-being and academic performance is still 
unclear but most researchers will agree that the two constructs are positively correlated. 
Family Characteristics Affecting Academic Performance 
As noted, academic performance has been linked to the individual characteristics of 
gender, ethnicity, and immigrant generation. Several family characteristics also have been 
linked to academic performance; the two that this study controls for are the number of 
parents in the home and socioeconomic status. 
Family Structure and Socioeconomic Status 
When measuring adolescent academic performance as related to adolescent independence 
it is important to consider the number of parents in the home as it is directly related to the 
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amount of adult supervision available for the adolescent (Hetherington, Stanley-Hagan, & 
Anderson, 1989; Smith, 1999). Bulcroft, Carmody and Bulcroft (1998) found that dual-
parent households and single-parent households attempt to exercise the same level of control 
on their adolescents and even that single-parents are more restrictive of their adolescents' 
extra-familial activities than parents in dual-parent households. In contrast, other researchers 
have found that, single parents (specifically those who are recently divorced) are less 
restrictive and more lenient than two-parent families (Hetherington, Stanley-Hagan, & 
Anderson, 1989). In addition, living in a single-parent home has been associated with 
decreased family resources and identified as a risk factor for academic failure as well as a 
number of other negative social outcomes (Jacobson & Crockett, 2000; Smith, 1999). 
Single-parent households are a growing phenomenon in the United States and it is estimated 
that 50-60% of American children will live in a single-parent family before they reach the 
age of 18 (Martin & Bumpass, 1989; Smith, 1999). Thus, it is becoming an increasingly 
common adolescent experience. 
There are several competing theories regarding the effects of single or dual-parent 
households on student performance, but only a few of them include socioeconomic status 
(SES) in their analysis. The inclusion of SES in an analysis is particularly important to 
understanding academic performance, especially for Latino/a families because, they are 2.5 
times more likely than non-Latinos to be living in poverty (Ethnic and Hispanic Statistic 
Branch, 2000; Hurtado & Gauvain, 1997). In their investigation of rural adolescents in 
Pennsylvania, Jacobson and Crockett (2001) found that family structure and SES were 
significantly associated with academic performance; together they explained 9% of the 
variance in students' GPAs. Battle (1997) examined a national sample of Latino/a middle-
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grade students and found that, when looking simply at single or dual-parent families, children 
in single parent homes performed significantly more poorly than children in dual-parent 
homes. When he controlled for socioeconomic status, however, he found that there was no 
difference between the groups on academic performance. Previous literature and his own 
findings led him to conclude that SES has a far greater impact on academic performance than 
the number of adults living in the home. Hampton, Ekboir and Rochin (1995) also 
concluded that socioeconomic status was the main predictor of student performance in school 
in their study on rural Latino families. Battle (1997) concludes by pointing out that "the 
majority of Hispanic students belong to families at the mean and lower levels of SES 
(relative to their White counterparts) in which family configuration makes little to no 
difference" (p.165). 
Socioeconomic status not only affects parental involvement but also usually determines 
the quality of school a student attends. Students in schools in which their classmates, like 
themselves, are of lower socioeconomic status are generally less likely to be informed about 
college programs (Rodriguez, 1999). It is then up to the parents to provide this information 
and encourage their students to pursue a higher education degree. A parent who has not 
completed a formal college degree in the United States, which many Latino parents have not, 
will have little knowledge of what steps need to be taken to qualify for, apply to, and enroll 
in college. It may be that parents want to become involved, but lack the knowledge and 
resources, or they are too intimidated because of their own lack of education (Hurtado & 
Gauvain, 1997). In addition to a lack of formal education, Latino parents also experience a 
language barrier that creates an obstacle for communication regarding their child's education, 
which gives school officials the perception of apathy on the part of the parents (McClelland 
& Chen Chen, 1997). 
Intervening Variables within the Family Context Influencing Academic Performance 
Using an ecological approach to human development a relationship between two 
variables can not be defined without considering the developing individual's context 
(Bronfenbreimer, 1979, 1993). The linkage between individual and family characteristics to 
academic performance must be examined within the context of the child's home, school, and 
community with special attention to the interactions that might occur between them. 
This study focuses on the context of the home environment and specifically on parenting 
styles and the parent-child relationship. Aspects of parental involvement and parental 
academic expectations are examined with a special focus on parental control and adolescent 
autonomy. 
Parental Academic Involvement 
"Parental involvement is an umbrella term for different types of activities that depict the 
involvement of parents in nonacademic and academic activities that may contribute to their 
children's academic success" (Anguiano, 2004). Parental involvement comes in several 
forms and has been studied in these varied forms as a predictor for academic success (Baker 
& Soden, 1998). Despite an inconsistency in definitions researchers generally agree that 
across all age ranges parental involvement in schooling is associated with higher levels of 
student performance and decreased levels of school dropouts and truancy (Baker & Soden, 
1998; Coleman, 1991; Eccles & Harold, 1996; Grolnick, 2003; McNeal, 1999; Peng & 
Wright, 1994). It has been observed, however, that parental involvement generally declines 
as children progress from elementary school to high school (Eccles & Harold, 1996). 
Grolnick and Slowiaczek (1994) described three types of parental involvement as it 
relates to adolescent academic achievement. The first is involvement at school, measured by 
parents' participation in school events or activities and even the classroom. The second form 
of parental involvement is involvement in intellectual activities at home assessed by parents' 
engagement of their child in intellectual conversation, activities or outings {i.e. to the library 
or museum). The final form of involvement is personal involvement, measured by the 
parents' knowledge of their child's school experiences such as grade reports or the names of 
the child's friends at school. Grolnick and Slowiaczek found that, when parents exhibited 
greater levels of school and intellectual involvement, children reported feeling more 
competent and in control of their school achievement, resulting in greater motivation and 
academic success. Grolnick (2003) specifically argues that involvement that encourages 
adolescent autonomy has the most beneficial impact on student academic performance. 
The literature shows that a child's educational attainment is highly correlated with his/her 
parents' level of education (McNeal, 1999). One explanation for this correlation is that 
parents with higher levels of education tend to be more involved (Lareau, 1989; McNeal, 
1999; Shumow & Miller, 2001). Parent education is often a direct reflection of ethnicity and 
immigration status leaving minority parents on the lower end. Therefore, although minority 
parents are involved in their child's education, parents with more resources most likely are 
able to be more involved (Lareau, 1989; Zuniga, 2001). 
In a recent study, Anguiano (2004) demonstrated that, in addition to the actual amounts 
of parental involvement, the effects of parental involvement on high school completion also 
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vary by ethnicity. Using a sample of White, Latino/a, Asian American and Native American 
adolescents taken from the National Educational Longitudinal Study data set, Anguiano 
examined whether the effects of different types of parental involvement (traditional: 
attendance of meeting and school activities, and advocacy: involvement in school policy 
making and with the parent-teacher organization) on high school completion varied by 
ethnicity. He found that both forms of parental involvement were stronger predictors for 
Asian American high school completion than for Whites, Latino/as or Native Americans. He 
also found that levels of parental advocacy were low for Latinos. He hypothesized that this 
level of involvement is most likely a reflection of the level of power Latino/a parents 
traditionally defer to school administrators. 
The focus of Anguiano's study is rare in that he compared parental involvement across 
ethnic groups. No studies were found that compared the effects of parental involvement by a 
student's gender. Baker and Soden (1998) identified the relationship between parental 
involvement and gender as an issue needing further research. A number of studies, however, 
do exist that examine the effects of parental involvement for Latino/as. 
Latino/a parental involvement. 
The relationship between family dynamics and educational achievement for students is 
especially apparent among Latino/as as a reflection of the strong cultural value placed on the 
family unit (Suarez-Orozco & Suarez-Orozco, 1995). High levels of parental education are 
generally associated with good educational outcomes for the family, such as the completion 
of high school for their children. Although Latino parents are increasing their educational 
attainment rates, their rates are still below those of other ethnic groups. The percentage of 
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Latino/a parents earning a high school diploma has improved, from 23% in 1972 to 45% in 
1997. In 1997, however, over 90% of White parents had earned a high school diploma 
(NCES, 1998b). 
The common stereotype of Latino parents is that they do not value education nor do they 
stress its importance to their children (Henderson, 1997). Contrary to the stereotype, Latino 
parents consistently report that they believe education is important (Anguiano, 2004; 
Okagaki, Frensch, & Gordon, 1995; Perez-Granados & Callanan, 1997). The President's 
Commission on Educational Excellence for Hispanic Americans (2000) reported that: 
All parents want what is best for their children, and Hispanic parents are no 
exception. In fact, many Hispanics immigrate to this country because of the 
opportunity to gain a better life for themselves and their families. Immigrant 
parents defer to the school because they assume the schools know what is 
best, and Hispanic parents who have been here for generations but whose 
experience was negative cannot effectively navigate the system for their 
students. With limited personal experience or success in the educational 
system, many Hispanic parents lack the information necessary to play an 
active role in their children's education. Thus, what is often encountered at the 
family level is an information gap, not a value gap (no page number 
available). 
Therefore, although Latino/a parents place a high value on education, their level of 
involvement in their children's education is often restricted by their limited social capital due 
to poverty and their own academic inadequacies (Ramirez, 2003; Rodriguez, 1999; Valadez, 
2002). 
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Although a lack of parental involvement has never been labeled as the primary cause for 
Latino/a student failure, increased parental involvement has been closely linked to student 
success (Alva, 1991; Gandara, 1995; McMillan & Reed, 1994; Peng & Wright, 1994; 
Waxman, Huang, & Padron, 1997). In their 1994 study of variables related to academic 
achievement among different ethnic groups, Peng and Wright found that parent-student 
discussions about school and parental pressure (the number of years of education parents 
expected students to complete) were most highly correlated with academic success for all 
ethnic groups. 
Gonzalez and Padilla (1997) looked at 214 self-identified Mexican, Mexican American 
and Chicano high school students from three California schools. Of the sample, 133 
participants were labeled as resilient (reported making mostly A's) and 81 participants, as 
nonresilient (reported making mostly D's or below D's). In addition to intrapersonal factors 
Gonzalez and Padilla (1997) looked at the impact of "a supportive academic environment" 
(p. 305) as a predictor for academic performance. A supportive academic environment 
included factors of encouragement as related to family support, peer support, parental 
monitoring, and teacher feedback. By performing t tests Gonzalez and Padilla found that 
measures of a supportive environment, especially measures of family support, were 
significantly higher for resilient students as compared to nonresilient students. Other 
statistical tests were also performed and family support consistently emerged as a predicting 
factor for student grade point averages. 
To address the problem of Latino/a education completely, one must focus on social and 
cultural factors influencing parental involvement in Latino/a academic achievement. Two 
key factors influencing parental involvement are the financial stability of the home and the 
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number of parents living in it. Sadly, "a higher proportion of Hispanic children (41%) live in 
poverty compared to Whites (13%)" (Gonzalez & Padilla, 1997, p. 302). In addition, the 
number of female-headed single parent homes is highest among Latinos and growing rapidly 
(Battle, 1997; Ethnic and Hispanic Statistic Branch, 2000). Financial instability, or, rather, 
low socioeconomic status (SES), is usually correlated with poor housing, social and public 
services and inadequate schools. 
Another determining factor in family involvement is the reflection offamilism, a core 
value in Latino culture. Familism describes the "great deal of importance [that] is placed on 
the family and membership in a family; the family is the center of life activities and where 
family members derive pride, status and esteem; family obligation is a duty of all members, 
putting the family's name and the welfare of its members first" (Ho, 1992, p. 97). Thus, 
family goals are given priority over individual goals (Gonzalez & Padilla, 1997). With a 
culture so different from that of their host country, combined with the daily battle with 
poverty, a Latino parent's time is often focused on the financial support of the family rather 
than concern for an individual child, including homework or parent-teacher conferences. The 
strict obligation to family may deter an individual's personal pursuit of education as well 
(Battle, 1997; Henriksen, 1995). The value offamilism also works to encourage each 
individual to better him or herself (most commonly through continued education and 
professional job obtainment) for the sake of the family as a whole (Goodenow, 1992; 
Gonzalez & Padilla, 1997; Suarez-Orozco & Suarez-Orozco, 1995). 
Academic Expectations 
Parent's academic expectations for how well they expect their children to do or how 
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many years of education they expect them to complete have been identified as a form of 
parental involvement and have been found to have a positive effect on adolescent 
achievement (Baker & Soden, 1998). Latino/as generally have high expectations for their 
children's academic performance (Gandara, 1995; Henderson, 1997; Hernandez, Vargas-
Law, & Martinez, 1994; Perez-Granados & Callanan, 1997; Zuniga, 2001) and high 
expectations have been positively correlated with high academic achievement for Latino/a 
students (Okagaki, Frensch, & Gordon, 1995). Unfortunately, similar to the parental 
involvement literature, researchers (Henderson, 1997; Okagaki, Frensch, & Gordon, 1995) 
found that, although Latino/a parents had high expectations for their child's academic 
performance, they lacked the knowledge or the skills to help their children meet those 
expectations. 
In their study of educational attainment Grant and Rong (1999) reported that it was 
"uncertain whether parents' educational aspirations are the same for daughters and sons" (p. 
17). Similarly, in his investigation of Mexican parents' educational and occupation 
expectations and aspirations for their children, Henderson (1997) reported that no mean 
differences were found "in the aspirations and expectations parents had for their sons and 
daughters" (p. 124). It appears that, within families, there is little variation in parental 
aspirations or expectations by child gender. Henderson (1997), however, did report a gender 
difference in parental expectations for their child's future occupation. The mean index for 
female occupational expectation was primarily clustered in clerical level jobs, whereas 
expectations for males exhibited a wider range and included higher level jobs. 
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Parental Control and Adolescent Autonomy 
Olson and DeFrain (2000) define parental control "as the degree of flexibility that a 
parent uses in enforcing rules and disciplining the child" (p. 405). Diana Baumrind (1991) 
identified four distinct styles of parenting each of which is defined by the level of parental 
control exhibited within the family context. Authoritative or democratic parenting is defined 
by a balanced partnership between the adolescent and the parent with a moderate level of 
parental control. The authoritarian style of parenting is characterized by rigid rules and 
expectations and the strict enforcement of both, with high levels of parental control. 
Adolescents generally rebel against authoritarian parenting (Olson & DeFrain, 2000). 
Permissive parenting is when few rules or expectations are established for the child and 
rarely enforced; parents exhibit little control. Finally, the rejecting style of parenting is 
characterized by no parental expectations and little attention paid to the child. 
The level of parental control and support that parents exercise with their adolescents has 
long-term effects on the child socially, psychologically and academically. There is a positive 
linear relationship between parental support and positive adolescent outcomes. A curvilinear 
relationship exists, however, between positive outcomes and the level of parental control. A 
balanced or moderate level of parental control such as that found in authoritative households 
is consistently linked to positive outcomes such as higher self-esteem, positive parent-child 
relationship, higher satisfaction, and more friends. Control that is too lenient (permissive 
parenting) or too strict (authoritarian parenting), however, has been found to result in various 
negative social, psychological and academic problems (Amato & Booth, 1997; Baumrind, 
1991; Noller & Callan, 1991; Olson & DeFrain, 2000). 
42 
A key element of adolescent development that is the focus in this study is the 
adolescent's autonomy within the family structure. Parenting adolescents requires a delicate 
balancing act between parental control and adolescent independence. Parents must decide 
the degree to which they are "willing to relinquish direct controls over their adolescents' 
behaviors" (Bulcroft, Carmody, & Bulcroft, 1996, p. 867), so that the adolescent might 
develop into an autonomous and psychologically healthy adult with a positive self-identity 
and high levels of self-efficacy (Noller & Callan, 1991; Olson & DeFrain, 2000; Smith, 
1999). The adolescence stage is generally characterized by increasing levels of physical and 
psychological independence from one's parents. The terms "separation," "independence-
giving," and "autonomy-granting" all refer to these changes within the parent-child 
relationship where the child desires and/or is encouraged to become more independent and 
autonomous (Bulcroft, Carmody, & Bulcroft, 1996, 1998; Noller & Callan, 1991; Smith, 
1999; Steinberg et al., 1992). 
During adolescence changes occur in both the quantity and quality of physical contact 
with parents. Adolescents are able to spend more time alone and often seek to create a 
physical distance between themselves and their parents, such as having less intimate contact 
with parents (i.e. embracing or kissing) or by locking the door to their room creating a sense 
of physical autonomy. This separation is especially apparent after the onset of pubertal 
maturation. In addition, adolescents are capable of providing for their own physical needs by 
cooking, driving, and working furthering their perceived physical autonomy from their 
parents (Larson, et al., 1996; Smith, 1999). 
Adolescents begin to create a psychological separation from their parents as well leading 
to a sense of emotional autonomy (Steinberg & Silverberg, 1986). Across cultures and 
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generations, adolescent problem behavior usually peaks shortly after puberty (around ages 
14-16) (Dishion, Poulin, & Skaggs, 2000; Nollar & Callan, 1991; Steinberg, 1981). In an 
effort to gain psychological independence from their parents, adolescents increasingly reject 
parental authority and attempt to make more autonomous decisions regardless of parental 
preferences. As a result, this period is sometimes characterized by increasing levels of 
parent-child conflict, commonly referred to as "storm and stress," as both sides attempt to 
establish their desired level of control and must compromise with the other (Eccles, et al., 
1993; Smith, 1999; Steinberg & Silverberg, 1986). It is during this time that peers tend to 
have a greater influence in the adolescent's decision-making than parents, often contributing 
to additional conflict. (Dishion, Poulin, & Skaggs, 2000; Smith, 1999). As a result 
adolescence has been identified as the most stressful stage of the family life-cycle (Olson, et 
al., 1983). 
Adolescent emotional autonomy is comprised of two components: disengagement from 
parental ties and greater involvement in unsupervised peer groups (Noller & Callan, 1991; 
Steinberg & Silverberg, 1986). As peers gain a greater influence in the adolescent's life, the 
type of peer group they become associated with is an important determinant of both positive 
and negative social outcomes (Noller & Callan, 1991; Olson & DeFrain, 2000). Steinberg 
and Silverberg (1986) found that autonomy from parents and susceptibility to peer pressure 
were positively correlated; that is adolescents were more likely to be influenced by peer 
pressure and to participate in deviant behavior if they became prematurely autonomous from 
parental control. Dishion, Patterson, Stoolmiller and Skinner (1991) reported similar 
findings. Dishion and his colleagues (1991) discovered that poor parental discipline and 
monitoring of boys at age 10 were predictors of involvement in antisocial peer groups at age 
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12. In their investigation of premature autonomy, Dishion, Poulin, and Skaggs (2000) 
furthered these findings by hypothesizing that a lack of parental monitoring increased 
children's tendency to join deviant peer groups and, in turn, peer groups contributed to 
further separating adolescents from parental supervision and monitoring, leading to an even 
higher level of adolescent autonomy. Association with deviant peers and its co-occurrence 
with increased adolescent autonomy and limited parental control has been linked to several 
negative adolescent outcomes such as premature sexual activity, teenage pregnancy, drug 
use, participation in criminal activity and academic failure (Dishion, Poulin, & Skaggs, 2000; 
Jacobson & Crockett, 2000; Noller & Callan, 1991; Serbin & Karp, 2003; Smith 2002; Wills 
& Yaeger, 2003). 
In addition to physical and emotional autonomy, two other forms of adolescent autonomy 
are behavioral autonomy and value autonomy. "Behavioral autonomy involves the ability to 
make decisions about daily routines and personal preferences" (Noller & Callan, 1991, p. 7) 
and usually coincides with emotional autonomy and precedes value autonomy. Value 
autonomy is when an adolescent is able to think through values and make decisions about 
what is important. 
Regardless of the distance created between adolescents and their parents, studies show 
that parents generally continue to be important resources for much needed guidance and 
support (Eccles, et al., 1993; Noller & Callan, 1991; Smith, 1999; Spencer, Dupree, & 
Swanson, 1996). "Many of the personal qualities and skills that enable children to meet 
standards of excellence—self-reliance, competent judgment, problem-solving ability, and a 
questioning mind—are acquired in parent-child relations providing guidance and yet 
allowing the child freedom to develop independent mastery and responsible decision 
making" (Elder, 1965, p. 81). To encourage positive academic performance, parents must 
maintain a balance of control and freedom to guide their adolescent to success. 
Parental monitoring and control and academic performance. 
Parental behavior has been linked to academic performance, with higher levels of 
monitoring resulting in greater academic achievement (Brown, et al., 1993; Dombusch, et 
al., 1987; Grolnick, 2003; Jacobson & Crockett, 2000; Rodriguez, 2002; Steinberg, et ai, 
1992). Jacobson and Crockett (2000) studied 424 7th through 12th graders from a rural 
Pennsylvania school district. They examined whether parental monitoring was an effective 
indicator of adolescent adjustment in measures of minor delinquency, sexual activity, 
emotional adjustment, and academic performance. Specifically, they hypothesized that 
higher levels of parental monitoring were predictive of greater academic achievement. Using 
hierarchical multiple-regression analyses, Jacobson and Crockett found that higher levels of 
parental monitoring were, indeed, associated with higher adolescent GPAs. They also found 
that increased levels of parental monitoring could be used to explain lower levels of 
adolescent delinquency, sexual activity and depression. 
Grolnick (2003) cautions, however, that this relationship is dependent on the type of 
parental behavior. Authoritarian parenting styles with extreme levels of control have been 
associated with various negative outcomes while authoritative parenting, conversely, has 
been associated with the most positive adolescent outcomes (Baumrind, 1991; Dombusch, et 
al., 1987; Grolnick, 2003; Lambom, etal., 1991; Steinberg, et al., 1992). 
Steinberg, Lambom, Dombusch, and Darling (1992) investigated the effects of 
authoritative parenting, parental academic involvement and parental encouragement on 
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school achievement in an ethnically and economically diverse sample of 14-18 year-olds. For 
the measure of authoritative parenting three dimensions were examined using adolescent 
reported data: acceptance/involvement, behavioral supervision and strictness, and 
psychological autonomy granting. Adolescents also reported on the frequency their parents 
were involved in their high school education through involvement with homework, attending 
school programs, watching student's participation in extracurricular activities, helping in 
course selection and knowing how the student is doing in school. Finally, adolescents 
reported on the degree they felt their parents enforced the idea that they needed to do well in 
school and the lower limits that their parent set for their academic performance. The 
outcome variables were school performance (GPA, time spent on homework, educational 
expectations, and academic self-conceptions) and school engagement (classroom 
engagement, school orientation, bonding with teachers and misconduct). 
Steinberg and his colleagues (1992) found that adolescents from homes that were clearly 
authoritative scored the highest on both academic indices while students from homes that 
were clearly non-authoritative scored the lowest. Parental involvement and academic 
encouragement were found to mediate the influence of authoritative parenting where 
parental-authoritativeness was significantly positively correlated with both, r =.46 (pc.001) 
and r = .33 (p<001) respectively. 
One must be cautious in analyzing this generalized relationship between parenting styles 
and academic outcomes. Baumrind was among the first researchers to advise against 
simplistic applications of her parenting style typology. Much of her work was founded on 
research with White middle class families. Although authoritative parenting was associated 
with higher grades and authoritarian and permissive styles were associated with lower grades 
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for White students, Dombusch and his colleagues (1987) found that the findings did not hold 
true for all ethnic groups. Instead, they found that, for Asian American students, 
authoritarian parenting characterized by strict rules and expectations for obedience was the 
most effective in influencing positive academic achievement; the other styles had no affect 
on Asian American students. In addition, they found that no parenting style proved to be 
significant in affecting academic achievement for African Americans (Dombusch, et al., 
1987). In the case of Latino/as, findings are similar to those for Whites where an 
authoritarian parenting style, common in many Latino/a households, was found to have a 
negative effect on academic performance especially for females (Battle, 1997). 
In fact, after further analysis, Steinberg, Lambom, Dombusch, and Darling (1992) found 
that ethnicity had a moderating effect on the relationship between parental-authoritativeness 
and both parental academic involvement and academic encouragement. First, among African 
Americans, neither school involvement nor academic encouragement was a predictor for 
school performance or engagement, despite the fact that African American parents had some 
of the highest scores for each in addition to high scores of parental-authoritativeness. 
Amongst Latino/as, Steinberg and his colleagues found that parental-authoritativeness and 
academic encouragement had a significantly positive effect on student's academic 
engagement. Similarly, in Asian American families, parental encouragement had a 
significantly positive effect on student academic performance. They concluded that 
parenting practices related to school performance may have a stronger impact on academic 
outcomes in Latino/a and Asian American families compared to Whites, but a weaker impact 
for African Americans. 
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In summary, moderate parental control that encourages adolescent psychological 
autonomy through parental monitoring, guidance and supervision generally characteristic of 
authoritative parenting has been linked to positive academic performance (Baumrind, 1991 ; 
Lambom, et al., 1991; Steinberg, et al., 1992). Strict behavioral and psychological control, 
on the other hand, has been associated with decreased levels of adolescent autonomy, 
resulting in lower levels of self-efficacy, motivation, flexibility, and learning. Increased 
levels of autonomy, on the other hand, are associated with greater levels of learning and 
creativity (Barber & Harmon, 2002; Grolnick, 2003; Grolnick & Ryan, 1987). All of these 
findings, however, are specific to White middle-class families and can not be applied to other 
ethnic groups without careful analysis (Dombusch, et al., 1987; Steinberg, et al., 1992). 
Age, adolescent autonomy and academic performance. 
Measured chronologically, an individual's age is used to describe the number of years he 
or she has lived. Age is used as a guide to determine when an individual should reach certain 
developmental stages, participate in specific social activities, or be enrolled in specific 
grades. Chronological age must always be considered in developmental analyses. 
Generally, many parenting practices tend to decrease with the age of the child especially 
during adolescence (Frick, Christian, & Wooton, 1999; Larson, et al., 1996; McNally, 
Eisenberg, & Harris, 1991; Yang, 1997). The two parenting practices specific to this study, 
parental control and parental involvement, for example, tend to decrease as the child matures. 
Frick and his colleagues (1999) found that parental involvement dropped significantly right 
before adolescence and, with the most notable drop in parental control occurring during 
adolescence. 
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Nancy Galambos and her colleagues (1999) point out the importance of subjective age 
when analyzing adolescent independence levels. Subjective age refers to the age that an 
adolescent feels describes their level of maturity as compared to their chronological age. It 
was found that subjective age was linked to several problem behaviors and adolescent 
autonomy. The older an adolescent felt in comparison to their chronological age, the more 
likely he or she was to become involved with deviant peers, and alcohol or drug use 
(Galambos, et al., 1999; Stattin & Magnusson, 1999). In addition subjective age, was found 
to be a good indicator of adolescent-perceived maturity and behavioral autonomy (Galambos, 
et al., 1999). This study does not have a measure of subjective age but does use a measure of 
behavioral autonomy while controlling for chronological age. 
In addition to influencing parenting behaviors, age is also related to academic 
performance. Student's attitudes towards school, academic grades, confidence in academic 
abilities, and motivation generally decline with age (Eccles, 1991a, 1991b; Simmons, 
Rosenberg & Rosenberg, 1973). 
Variation bv Age, Gender and Ethnicity in Parental Control and Adolescent Autonomy 
Several researchers have established a link between the level of adolescent independence 
granted by parents and the gender of the adolescent (Amato & Booth, 1997; Jacobson & 
Crockett, 2000; Larson, et al., 1996; Olson & DeFrain, 2000) as well as the gender of the 
parent (Gordon, 1999; Rogers, Buchanan, & Winchell, 2003). The general consensus is that 
boys are given more independence at an earlier age and that fathers exhibit higher levels of 
external control while mothers exhibited higher levels of in-home monitoring over both boys 
and girls. Similarly a relationship between adolescent autonomy-granting and 
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race/ethnicity/culture also has been established founded on the idea that it is a reflection of 
parenting practices and family structure with minority adolescents given less autonomy 
compared to their White peers (Grolnick, 2003; Olsen, et al., 2002; Rodriguez, 2002). Very 
few studies, however, look at the interaction between gender and ethnicity as it affects 
parental control and autonomy-granting for adolescents (Bulcroft, Carmody & Bulcroft, 
1996,1998). 
Bulcroft, Carmody and Bulcroft (1996) used data from the National Survey of Families 
and Households to explore the effects of race, in interaction with the age and gender of the 
child, on parental independence giving to adolescents. They defined "independence giving" 
as "the degree to which parents are willing to relinquish direct controls over their 
adolescents' behaviors" (p. 867). Bulcroft and his colleagues examined three measures of 
independence giving and specifically distinguished between intrafamilial control (parents' 
willingness to leave child home alone and the presence of household rules) and extrafamilial 
control (how late the adolescent was allowed to be out of the home). Data for each of the 
dependent variables were reported by the parent. Intrafamilial control was quantified using 
two scales. For the first, "home alone," parents were asked a five-part question about their 
willingness to leave the adolescent home alone under a variety of circumstances (before 
school, after school, all day, in the evening, overnight). For the second measure of 
intrafamilial control, parents were asked about the presence of household rules governing the 
adolescent's television watching and household chores. Extrafamilial control, in contrast 
was quantified using a single item measuring for curfew where parents were asked to report 
on the adolescent's weekend curfew. 
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Bulcroft, Carmody, and Bulcroft (1996) examined difference by gender for Anglos, 
Blacks, and Latino/as in three age groups: early, middle, and late adolescence, 12-13 years, 
14-15 years, and 16-18 years old respectively. Controlling for family and household 
structure (number of adults in the home and traditional vs. nontraditional family), 
socioeconomic status (household income and parents' education), religiosity (number of 
times attending church per year and level of religious fundamentalism), and environmental 
context (urban vs. rural, length of time in home, type of home, and county demographics for 
poverty and education) Bulcroft, Carmody and Bulcroft examined both the main effects and 
interactions of age, gender and race for each of the three measures of parental 
control/independence giving. 
The researchers observed a significant main effect for age across all measures of 
independence giving where the level of independence granted to the adolescent increased 
with age (i.e. later curfews, fewer rules, and more likely to be left home alone). In addition, 
they also observed main effects for gender and ethnicity across all three measures where 
Anglo parents generally granted more independence and females from all ethnic groups were 
granted less. They also observed significant interaction effects for each. 
For the "home alone" measure they found that parents were more likely to leave their 
sons home alone and this gender difference increased with age. In addition, Latino/a girls 
across all age groups were least likely to be left home alone followed by Black girls. 
For the dependent variable, "household rules," several interactions were observed with 
the control variables. Parents with higher incomes, higher educational attainment, more 
fundamentalist values and more children in the household were more likely to report the 
existence of household rules. In addition to these effects, main effects were found for all 
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three independent variables and interaction effects were observed. Most notably, African 
Americans reported higher levels of in-home control than Whites; African Americans and 
Anglos both reported fewer rules for girls than boys in late adolescence while Latino/as 
granted increasingly higher levels of independence to late adolescent boys within the home 
compared to girls. Latino/a boys also experienced the least amount of household rules in late 
adolescence while experiencing the greatest number of restrictions in early adolescence 
compared to all groups. 
Finally, for the measure of extrafamilial control, both main effects and interactions were 
observed as well as main effects for several control variables. Parents with more 
fundamentalist values and those who lived in urban areas were more likely to report early 
curfews. Across all age groups, Latino/a parents reported earlier curfews for both girls and 
boys when compared to White parents. Latino/a and White parents, however, shared a 
gender-based pattern in independence giving where girls were given later curfews than boys 
in late adolescence. In contrast, African Americans consistently gave greater extrafamilial 
independence to boys of all ages while girls were more restricted. 
Bulcroft, Carmody, and Bulcroft's (1996) study provided the first comprehensive 
examination of the effects of age, gender, and ethnicity and their combined interactions on 
adolescent independence within the family context. By revealing that gender and ethnicity 
interact in unique ways, resulting in different levels of parental control, their results provided 
an important addition to the literature on parental control. Previous research generally 
measured adolescent independence on unidimensional scales of age and gender and made 
sweeping generalizations of variations by ethnic group. Bulcroft, Carmody, and Bulcroft did 
not however, discuss the impact that their observed variation in independence giving might 
have on adolescent developmental outcomes but called for future research in this area. The 
present study will help fill that gap by investigating the effects of the observed variations in 
context by gender and ethnicity on adolescent academic performance. 
Parental Monitoring, Adolescent Autonomy, and Academic Performance by Gender 
and Ethnicity 
A few research studies were found, however, that examined the relationship between 
parental behaviors, specific to adolescent autonomy, and academic outcomes within the 
context of family ethnicity/race. Three of these studies are reviewed here (Kim & Rohner, 
2002; Pittman & Chase-Lansdale, 2001; Rodriguez, 2002). No research was found that 
compared this relationship across ethnic groups or that included a focus on adolescent gender 
differences. 
African American females. 
Pittman and Chase-Lansdale (2001) conducted a study of a sub-sample of 302 adolescent 
African American girls and their mothers. They examined the relationship between 
parenting style and adolescent functioning, which included externalizing and internalizing 
behaviors, academic achievement, work orientation, sexual experience, and pregnancy 
history. All of the participants lived in impoverished neighborhoods in the south side of 
Chicago, IL placing them at risk for a number of maladaptive developmental outcomes such 
as depression, early sexual activity, and poor school performance. 
Giving consideration to the tradition of "fictive kin" and the fluidity of kin networks in 
African American families (Steinberg, et al, 1992; Pittman & Chase-Lansdale, 2001), the 
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girls were asked to identify the woman "who is most like my mother" (Pittman & Chase-
Lansdale, p. 204). The woman identified is who researchers interviewed for the "mother's" 
responses. The variable parenting practices was composed of measures of parental 
warmth/attachment and parental supervision/monitoring. Mothers who scored above the 
median on both indices were coded as authoritative. Authoritarian mothers were those who 
scored below the median on parental warmth and above the median on supervision. Mothers 
scoring above the median on parental warmth and below the median on supervision were 
coded as permissive. Finally, the mothers who scored below the median on both indices 
were coded as disengaged/rejecting. A majority of the sample made up either of the two 
extremes: authoritative (32%) or disengaged (29.1%) while 17.5% were authoritarian and 
16.6% were permissive. 
Within the sample as a whole, girls were receiving grades of mostly Bs and Cs, which is 
lower than the reported average from a nationally representative sample. Girls, however, 
exhibited a higher work orientation than the Anglo American girls in the original sample. 
Pittman and Chase-Lansdale (2001) found that parenting style was significantly related to the 
girls' reported grades. Girls with disengaged mothers reported the lowest grades and the 
lowest work orientation, whereas those with authoritative mothers reported the highest levels 
of work orientation. They also found that girls whose mothers reported financial strain or 
who were younger also reported lower grades. 
In conclusion, high levels of parental warmth and parental control resulted in better 
academic performance for adolescent African American girls. These findings are in conflict 
with those of Steinberg (1992) and Dombusch (1987) and their colleagues who found that 
authoritative parenting did not influence academic outcomes and that no single parenting 
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styles had a significant influence on academic performance for African Americans. It is 
certainly true that African American parenting styles and their effects on academic 
performance must be studied further. It is possible, however, that the relationship identified 
by Pittman and Chase-Lansdale (2001) may be a due to the fact that their sample only 
included girls and their mothers and the idea that among African Americans "parental 
monitoring may be perceived differently by gender. It may also follow different predictive 
pathways for academic achievement and orientation to school and learning" (Spencer, 
Dupree, & Swanson, 1996, p.31). 
Korean American families. 
Parental warmth, control and involvement in children's schooling were examined to 
discover their impact on academic achievement among Korean American adolescents by 
Kim and Rohner (2002). They used a subsample of 245 Korean adolescents in grades 6-12 
within the Los Angeles school system who reported living in the United States for at least 5 
months. A little over half of the sample was born in Korea and 47% reported speaking 
primarily Korean in the home. The sample was economically diverse and an overwhelming 
majority (89%) lived in intact, dual-parent households. Data were collected through 
questionnaires given to the adolescents to complete in one of three settings: their school, 
Korean ethnic church, or Korean-language Saturday schools. 
Parental warmth and control were measured using the Parental Acceptance-
Rejection/Control Questionnaire (PARQ/Control) which is a 73-item self-report measure of 
child's view of parental warmth/affection, hostility/aggression, indifference/neglect, 
undifferentiated rejection, and control (range of permissiveness to strictness) for each their 
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mother and their father. Parental involvement included measures of actual involvement in 
homework and school activities, academic encouragement, and indirect involvement by 
limiting student behavior within the home such as limiting television viewing time on school 
days. Parental involvement was also analyzed separately by mother and father. Academic 
performance was measured using the adolescents' self-reported GPAs. 
Kim and Rohner (2002) found that 74% of their sample did not fit into any of 
Baumrind's parenting styles. Of the 26% that did fit into an identified parenting style, they 
found that adolescents raised by authoritative or permissive fathers (not mothers) performed 
better (with no significant difference between the two) than those from authoritarian homes. 
They also found a positive correlation between reported paternal and maternal warmth and 
involvement in adolescents' GPAs, but neither paternal nor maternal control had a significant 
effect. To conclude, Kim and Rohner found that Baumrind's typology was not applicable to 
the overwhelming majority of their sample. Within the small portion that did fit the four-part 
typology, they found a significant difference in parental influence by the parent's gender. 
Asian American students, as a group, generally perform better than the U.S. national 
average; therefore researchers are very interested in what may be working within Asian 
American families to help their students do so well. So far no consistent findings have been 
identified. Kim and Rohner's (2002) results conflict with the findings reported earlier in the 
paper (Dombusch, et al., 1987), which indicated that Asian American families were 
characterized by high levels of parental academic monitoring and expectations, strict rules, 
and authoritarian parenting. In contrast to the commonly established link between 
authoritative parenting and high academic performance, Dombusch and his colleagues 
identified authoritarian parenting as the most effective in influencing positive academic 
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outcomes amongst Asians. Kim and Rohner's discovery, however, that almost three quarters 
of their sample did not fit into Baumrind's parenting style typology requires us to seriously 
question the application of this typology with ethnic minority populations. 
Mexican American immigrant adolescents. 
Rodriguez (2002) analyzed the effects of Mexican American adolescents' reported family 
environment on academic achievement by immigrant generation. Four aspects of the family 
environment were measured: family involvement in the adolescents' education, family 
monitoring of adolescent extracurricular activities, family control over the adolescents' 
activities and familism (the extent of familial affiliation). It is important to note that 
Rodriguez did not confine his investigation to the parent-child dyad but rather extended the 
measures of family involvement and familism to include other nuclear and extended family 
members. Family monitoring and control, however, were limited to the role of the 
adolescents' parents. 
A questionnaire including measures for various psychological, educational and cultural 
constructs was distributed in both English and Spanish to students in three California high 
schools. The researchers used a subsample selected from the 7,140 students who completed 
the questionnaire that was composed of all of the students who identified themselves as 
Mexican, Mexican American, or Chicano. The subsample was then divided by immigrant 
generation, resulting in a final sample size of 3,681 adolescents although several cases 
contained missing data. First generation immigrants were identified as students who were 
born in Mexico and then immigrated to the United States (n= 1,403). Second generation 
immigrants were those students who were born in the U.S. but had at least one parent who 
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was born in Mexico (n= 1,237). Finally, third generation immigrants were students who 
were born in the U.S. and whose parents were also both born in the U.S. (n= 1,017). The 
gender distribution was about even and the grade level distribution was heavily weighted on 
the lower end with nearly one third of the sample enrolled in 9th grade. There was a 
generational difference in the reported mean levels of parents' educational attainment. Third 
generation parents reported a mean of 11.8 years of education, whereas first and second 
generation parents only had mean levels of 8.6 years and 9.1 years respectively. 
The outcome variable, academic performance, was calculated from students' self-
reported grades. The four family environment variables were constructed from an 18 item 
scale using a principal components factor analysis. Family involvement measured the level 
of involvement family members had in school activities/events and in course selection. The 
family monitoring variable measured the adolescents' reported parental awareness of what 
they did after school and who their friends were. Family control measured the nature of 
decision making in the family as students were asked who made the decisions about a series 
of items including lateness of curfew, dating, and adolescent spending habits. Finally, 
familism measured the adolescents' perceived value of spending time with family members 
(Rodriguez, 2002). 
Immigrant generation main effects were observed for family involvement, family 
monitoring and students' GPAs. First generation students reported higher levels of both 
family involvement and academic performance. Second generation students reported the 
lowest levels of involvement and monitoring but had higher reported grades than third 
generation students. Third generation students reported the highest levels of parental 
involvement but had the lowest GPAs. A step-wise regression was then carried out for the 
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entire sample as well as each of the immigrant groups with the family environment measures 
entered as the independent variables. 
Rodriguez (2002) found that family involvement and family monitoring were both 
significant predictors of student grades for each of the three immigrant groups. Higher levels 
of family involvement and family monitoring predicted higher student GPAs. The second 
generation group varied from the other two in that family control was also a significant 
positive predictor of student grades. Familism was not identified as a significant predictor of 
academic performance for any generation group. 
Rodriguez (2002) hypothesized that the increased levels of parental education attainment 
and acculturation to the U.S. can be used to explain the increased levels of family 
involvement observed for third generation students. On the other hand limited knowledge of 
the U.S. school system and the English language combined with lower levels of acculturation 
may be inhibiting family involvement for earlier generations. Despite having the highest 
levels of family involvement, third generation students reported having the lowest grades and 
the lowest levels of family monitoring and control. First and second generation students 
however, reported higher grades which seem to be correlated with higher levels of parental 
monitoring and influenced by increased levels of parental control. 
In conclusion, although a significant predictor of academic achievement, parental 
involvement was not positively correlated with Mexican American student grades for all 
immigrant generations. Instead, it appears that parental monitoring is a better predictor of 
positive academic achievement across all immigrant generations. An important variable not 
considered by Rodriguez (2002) was the students' gender. This study seeks to fill that gap 
by examining the influence of gender, as it interacts with race and age, on parental behaviors 
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and student grades. Previous studies have reported that parental monitoring and control, as 
well as academic achievement, vary by gender and ethnicity so it is logical to hypothesize 
that, within Latino immigrant generations, a student's gender would produce some 
interesting interaction effects. 
Summary 
Although the literature is sometimes contradictory, several themes were noted. The first 
is that academic performance in the United States varies by both gender and ethnicity, where 
girls are outperforming boys, and Blacks and Latino/as consistently perform more poorly 
than their White and Asian peers. The second theme revolves around the parent-adolescent 
relationship. There is an obvious struggle during adolescence between levels of parental 
control and adolescent autonomy. Parental control and other monitoring behaviors tend to 
decrease with the child's age, whereas levels of adolescent independence increase. 
Interaction effects for gender and ethnicity have been observed across all ages for parental 
independence-giving to adolescents, where Latino/a families have been observed to give less 
independence to their daughters than their sons when compared to both Blacks and Whites. 
Parenting behaviors, including parental control, monitoring, involvement, encouragement 
and expectations have all been linked to adolescent academic performance, as well as several 
other adolescent developmental outcomes. Their relationship clearly varies by ethnicity; 
however, the only consistent findings in this area are limited to White middle class families. 
In addition, there is no research on the potential counter-effects that premature adolescent 
autonomy might have on the benefits of parental involvement and parental expectations. 
Finally, very little research has been done on the effects of age, gender and ethnicity and their 
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interactions on parental behaviors and adolescent autonomy, especially regarding their 
combined effect on adolescent academic performance. Due to the importance of educational 
attainment and academic achievement for the future of the country the ever-widening gap 
between male and female performance, and the consistently poor performance of the United 
States' growing Latino/a population, this is an area that desperately requires further 
investigation. 
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CHAPTER 4 
EMPIRICAL MODEL AND HYPOTHESES 
Based on the review of literature, the individual characteristics examined are gender, age, 
ethnicity/race, and immigrant generation (Figure 4.1). Parental control and parental 
monitoring have been positively correlated with adolescent emotional and psychological 
well-being as well as academic success. In addition, parental expectations also are positively 
correlated with academic success. Therefore, the mediating/moderating parental behaviors 
examined in this study are adolescent autonomy, parental academic involvement, and 
parental academic expectations. The outcome variable, academic performance is measured 
empirically with students' reported grade point averages. The study is controlled for the 
number of parents in the home compared to the number of children, family socioeconomic 
status, the identification of the adolescent as either mentally or learning disabled (or both), 
and adolescent intrapersonal characteristics. 
It is hypothesized that a significant relationship exists between the adolescent 
characteristics, parental behaviors and academic performance and will interact in the 
following ways: 
1. When the antecedent variables (control variables and adolescent intrapersonal 
characteristics) are controlled, main effects will be observed for gender, age, 
ethnicity/race, and immigrant generation on academic performance. Specifically, 
gender and ethnic/race differences are expected by group. 
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2. When the antecedent variables are controlled, parental behaviors will mediate the 
influence of gender, age, ethnicity/race, and immigrant generation on academic 
performance. 
3. When the antecedent variables are controlled, gender, age, ethnicity/race, and 
immigrant generation moderate the influence of parenting behaviors and attitudes on 
academic performance. 
Figure 4.1 
Empirical Model Linking Individual and Family Characteristics to Academic Performance 
through Parenting Behaviors and Attitudes. 
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Outcomes 
Academic 
-Depression 
-Self-esteem 
Intrapersonal 
Characteristics 
Adolescent 
-Number of Adults per child 
in Home 
-Parent Education 
-Mental and Learning 
Disability 
Control Variables 
-Gender 
-Age 
-Ethnicity/Race 
-Immigrant Generation 
Adolescent Characteristics 
Parenting Behaviors/Attitudes 
-Granted Adolescent 
Behavioral Autonomy 
-Academic Involvement 
-Academic Expectations 
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CHAPTER 5 
SAMPLE AND METHODS 
The National Longitudinal Study of Adolescent Health Data Sample 
The hypotheses are tested with a subset of 15,368 Wave I cases and their supplemental 
parent interview data from the National Longitudinal Study of Adolescent Health, commonly 
referred to as Add Health (Carolina Population Center, 2003). The Add Health data set is a 
nationally representative survey of adolescents living in the United States conducted by the 
Carolina Population Center (CPC) at the University of North Carolina Chapel Hill and is "the 
largest, most comprehensive survey of adolescents, ever undertaken" (Carolina Population 
Center, 2003). A national stratified sample of schools was selected from a complete list of 
American high schools maintained by the Quality Education Database (QED) (Chantala, 
2001; Johnson, Crosnoe, & Elder, 2001). Schools were selected on the basis of their U.S. 
region, school type (private versus public), urban status, racial/ethnic composition and size. 
Each high school was matched with a "feeder" school, a middle school that fed students into 
it, resulting in a total sample of 132 schools from 80 different communities (Chantala & 
Tabor, 1999; Johnson, Crosnoe, & Elder, 2001). 
Within each school district, a probability sample of adolescents in grades 7 through 12 
was asked to fill out a questionnaire. Wave I in-school adolescent questionnaires were 
administered in 1994 and 1995. Of the 90,118 adolescents initially sampled, 20,745 were 
selected to participate in an in-home interview in 1995 (Carolina Population Center, 2003, 
Chantala & Tabor, 1999). The in-home adolescent interviews included extensive measures 
of personal traits, family factors, peer relationships, parent-child relationships, academics and 
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school environment, community context, and health-related factors. Supplemental data also 
were collected from the adolescents' homes, schools, and communities. About 17,700 cases 
included a complete supplemental parent interview that covered many of the same measures 
(Carolina Population Center, 2003). Subsequently two more waves of data have been 
collected; Wave II in 1996 and Wave III between 2001 and 2002 (Carolina Population 
Center, 2003). 
The Sample for this Study 
Sample Selection 
The total Add Health sample included 20,745 cases. To test the overall hypotheses, it 
was necessary to limit the sample to cases that also had a complete corresponding parental 
interview, thus eliminating 3,400 cases (Table 5.1). In addition, the sample was limited to 
adolescents between the ages of 11-19, so 55 cases of 20 and 21 year olds were deleted, as 
well. Adolescent immigrant generation data also was necessary for this study, so 1,637 cases 
were eliminated that were missing data on country of birth for either the adolescent and/or 
their biological parent. All adolescents who identified themselves as Native American 
(n=127) or Other (n=145) and did not indicate "Hispanic" as their ethnicity were deleted 
from the sample due to the ambiguity of these categories and their relatively small numbers. 
Lastly, all cases with missing values for ethnicity (n=9) and age (n=4) were also deleted. 
The resulting sample contained 15,368 cases. 
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Table 5.1 
Comparing Means of Selected Sample and Deleted Cases using Independent Sample t-Tests. 
"Other" or "Native 
Com­ Missing parent Missing immigrant American" or svstem 
plete interview or adolescent generation data missing for ethnicity 
Reason Cases Deleted sample over age IV (n—34551 (n= 1637) and age (n=285) 
Deleting Keeping Deleting Keeping Deleting Keeping 
N 20745 -3455 17290 -5092 15653 -5377 15368 
Biological Sex 
Proportions 0.51 '1.51 0.50 0.51 0.50 0.51 0.50 
Significance 0.334 0.901 0.84 
Age in Years (11,21) 
Means 15.70 16.39 15.56 16.15 15.55 16.11 15.55 
Significance 0.001*** 0.001*** 0.001*** 
While [ 
Proportions 0.52 0.37 0.55 0.42 0.55 0.40 0.56 
Significance 0.001*** 0.001*** 0.001*** 
African American 
Proportions 0.22 0.25 0.21 0.27 0.20 0.26 0.21 
Significance 0.001*** 0.001*** 0.607 
Asian American 
Proportions 0.07 '1.15 0.05 0.11 0.05 0.10 0.05 
Significance 0.001*** 0.001*** 0.001*** 
Latino a 
Proportions 0.17 0.20 0.16 0.17 0.17 0.16 0.17 
Significance 0.001*** 0.804 0.001*** 
1st Gen. Immigrant 
Proportions 0.12 0.04 0.08 0.94 0.08 0.70 0.08 
Significance 0.001*** 0.001*** 0.001*** 
2nd Gen. Immigrant 
Proportions 0.11 0.02 0.11 0.02 0.11 0.08 0.11 
Significance 0.001*** 0.001*** 0.001*** 
3rd Gen. Immigrant 
Proportions 0.78 0.04 0.81 004 0.81 0.23 0.81 
Significance 0.001*** 0.001*** 0.001*** 
Mentally Disabled 
Proportions 0.01 0.06 0.01 0.03 0.01 0.03 0.01 
Significance 0.001*** 0.001*** 0.001*** 
Learning Disabled 
Proportions 0.13 0.19 0.13 0.1 S 0.12 0 . 1 7  0 . 1 2  
Significance 0.001*** 0.001*** 0.001*** 
Adult to C hild Ratio (II.S) 
Means 1 . 1 2  1 . 1 5  1 . 1 2  1 . 1 5  1 . 1 2  1 . 1 5  1 . 1 2  
Significance 0.054 0.01<)* 0.048* 
Parent Education (0,7) 
Means 4.04 3.68 4.05 3.84 4.07 3.86 4.07 
Significance 0.001*** 0.001*** 0.001*** 
*p<05 **p<01 ***p<001 
A series of independent sample t-tests were performed to assess the differences between 
the deleted cases and those that were kept in the sample. After deleting the cases missing 
complete parental interviews and adolescents that were over the age of 19 several significant 
differences were observed between the deleted cases (n=3,455) and those remaining 
(n=l 7,290). The first difference noted is in the mean age of the two groups, a change that is 
to be expected as older adolescents were purposefully eliminated from the sample. Other 
significant differences observed were within each ethnic group. Higher proportions of 
African Americans, Asians, and Latino/as were missing parental interviews meaning that the 
resulting subsample has a bias. In addition, adolescents identified as mentally or learning 
disabled were also overrepresented in the group missing complete parental data. The mean 
level of parent education also was lower for those cases that were eliminated from the 
sample. 
The largest difference between the two groups is in the percentage of first generation 
immigrants. Within the 3,455 deleted cases, 94% were first generation immigrants whereas 
the remaining sample only had 8%. This large percentage of first generation immigrants lost 
in the sample selection can be attributed to the data collection procedures. Letters were sent 
to parents notifying them of the study and indicating that a researcher would be visiting their 
home to conduct an interview with both the parent and the adolescent. The interviewer then 
visited the home and presented consent forms in both English and Spanish. Appointments 
were made if it was not possible to conduct the interview at that time. A Spanish version of 
the questionnaire was available and Chinese-speaking interviewers were provided to translate 
for Chinese-speaking parents. It is likely, however, that non-English speaking parents were 
not able to understand the initial contact letter and possibly the initial interviewer. The lack 
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of Spanish-and Chinese-speaking interviewers, Chinese questionnaires, in addition to other 
non-English languages, and the failure to provide an original contact letter in the parents' 
native language may account for loss of so many first generation adolescents from the 
sample. 
These differences were consistent as each subsequent group was eliminated from the 
sample. In the final sample significant differences between the deleted cases and the cases 
kept were observed in the means/proportion of all of the independent and control variables 
except for biological sex and African Americans. 
Weighting the Sample 
The final subsample used for this study contains 15,368 cases composed of 56.4% White 
non-Latino/as (n=8,670), 20.9% Black non-Latino/as (n=3,205), 5.5% Asian non-Latino/as 
(n=840), and 17.3% Latino/as (n=2,653). The Add Health data set is characterized by an 
over-sampling of ethnic minorities; therefore the sample was weighted in the analysis to 
correct for the deviation from the ethnic and race distribution of the United States as reported 
in 1995 (Chantala & Tabor, 1999). Weights were created using the 1995 Census data for 
U.S. ethnic distributions (U.S. Bureau of the Census, 2001) and the current sample 
distributions (Table 5.2). When weighted to account for the overrepresentation of ethnic 
minorities, the total sample size is reduced to 15,329. When weighted, the final sample 
contains 74.1% White non- Latino/as (n=11,358), 12.1% Black non- Latino/as (n= 1,859), 
3.4% Asian non- Latino/as (n= 521), and 10.4% Latino/as (n=l,592). Throughout the 
remainder of the text all sample means, counts, and statistics will be reported for the 
weighted sample unless otherwise noted. 
69 
Table 5.2 
Sample Weights Created from 1995 U.S. Census Population Reports-
Sample 
Counts 
Sample 
Percent 
1995 
Population 
Counts 
(thousands) 
1995 
Population 
Percentage 
Sample 
Weight 
Weighted 
Sample 
Counts 
Total (N) 15.368 100.0 260,871 100.0 15,329 
White non Latino/a 8.670 56.4 193,328 74.1 1 . 3 1  11,358 
Black non-Latino/a 3.205 20.9 3 1 , 5 9 0  12.1 0.58 1,859 
Asian non-Latino/a 840 5.5 8.846 3.4 0.62 521 
Latino/a 2,653 17.3 27.107 10 4 0.60 1,592 
Sample Overview 
The weighted sub-sample includes 7,629 males (49.8%) and 7,700 females (50.2%) 
ranging in age from 11 to 19 with a mean age of 15.52 years. Adolescents were enrolled in 
7th through 12th grade at the time of the initial interview. 
The subset was selected to include only adolescent cases that also include data from a 
supplemental parent interview completed by a biological parent. The preference of the data 
collectors was to interview adolescents' biological mothers. Biological fathers were only 
interviewed when no maternal figure in the home was available. Therefore, the gender 
distribution of parental respondents is highly skewed, where 94.6% of the parental data was 
gathered from biological mothers (n=14,509). Of the 15,329 cases, 36.5% lived with their 
biological mother only (n= 5,573), 3.1% lived with their biological father only (n=473) and 
58.8% lived with both biological parents (n= 9,017). 
With the focus of this study on Latino/as, the adolescents' immigrant generation is an 
important demographic variable that must be considered. Within the total sample 86.7% (n= 
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13,289) are third generation or more, whereas only 7.8% are second generation (n= 1,193) 
and 5.5% are first (n=847). Within the Latino/a subgroup the distribution across immigrant 
generation is quite different. More than a quarter (25.1%) of Latino/as are first generation 
(n=400), 36.3% are second generation (n=578), leaving only slightly more than one third of 
Latino/as who were born in the United States and whose parental respondent was also born in 
the United States (38.5%, n=613). 
Measures 
This study examines the mediating and moderating effects of parental behavior and 
attitudes measures on the relationship between individual characteristics of gender, age, 
ethnicity, and immigrant generation and adolescent academic performance. The parental 
behavior and attitudes measures used assess adolescent behavioral autonomy, parental 
academic involvement and parental expectations for college. The analysis will be controlled 
for the number of parents in the home compared to the number of children (labeled the adult-
to-child ratio), family socioeconomic status (measured empirically using parents' level of 
education), the identification of the adolescent as either mentally or learning disabled (or 
both), and adolescent intrapersonal characteristics (depression and self-esteem). 
Independent Variables 
Gender 
The adolescent's gender was self-reported and coded as a dichotomous variable; male=0, 
female= 1. The sample contains 7,629 males and 7,700 females (Table 5.3). 
Table 5.3 
Variable Descriptives for the Weighted Sample (n=15329') with Imputed Cases 
Variables Minimum Maximum 
Sample 
Count 
Mean/ 
Proportion SD 
Imputed 
Cases Method of Imputing 
Dependent Variable 
Grade Point Average (GPA) 1.00 4.00 2.82 0.76 472 Sample mean 
Independent Variables 
Gender: Male 0.00 1.00 7629 0.50 0.50 
Gender: Female 0.00 1.00 7700 0.50 0.50 
Age 11.00 19.00 15.52 1.70 4 Assigned by grade level 
Race: White 0.00 1.00 11358 0.74 0.44 
Race: African American 0.00 1.00 1859 0.12 0.33 
Race: Asian 0.00 1.00 521 0.03 0.18 
Ethnicity: Latino/a 0.00 1.00 1592 0.10 0.31 
Immigrant Generation: 1st 0.00 1.00 847 0.06 0.23 
Immigrant Generation: 2nd 0.00 1.00 1193 0.08 0.27 
Immigrant Generation: 3rd 0.00 1.00 13289 0.87 0.34 
Control Variables 
Number of Parents in Home 1.00 2.00 1.59 0.49 180 Mean by marital status 
Adult to Child Ratio in Home 0.00 8.00 1.12 0.77 
Disability: Mental 0.00 1.00 123 0.01 0.09 63 Sample mean 
Disability: Learning 0.00 1.00 1963 0.13 0.33 182 Sample mean 
Parent Education 0.00 7.00 4.15 1.63 111 Mean by household income 
Adolescent Depression 0.00 2.84 0.57 0.39 18 Mean by intelligence 
Adolescent Self-Esteem 0.00 5.00 4.12 0.59 33 Sample mean 
Intervening Variables 
Adolescent Autonomy 0.00 1.00 0.74 0.22 153 Mean by ethnicity and gender 
Parental Academic Involvement 0.00 1.00 0.42 0.31 166 Sample mean 
Parental Academic Expectations 0.00 5.00 3.96 1.19 212 Sample mean 
Age 
The adolescent's age at the time of the interview was recoded as a continuous variable 
calculated from the adolescent's reported birth date and the interviewer-reported date of the 
interview. Grade level was used to impute age for four participants who failed to report a 
birth date. The sample has an average age of 15.52 years. It is necessary to include age in 
the analysis because of its reported negative correlation with parental involvement and 
parental control (Frick, Christian, & Wooton, 1999). 
Ethnicity/Race 
Ethnicity/race is a nominal scale created by combining participants' responses to 
questions about their racial identity and Latino/a ethnicity. During the in-home interview 
participants, were asked whether they were of Latino/a origin (Yes=l, No=0). They were 
then asked to indicate if they were part of each of the following racial categories: White, 
Black or African American, American Indian or Native American, Asian or Pacific Islander, 
and Other. Individuals who marked more than one category were then asked to choose the 
one category that "best describes your racial background." The interviewer also marked the 
racial category based on their observation of the participant. The ethnicity/race variable was 
coded to equal the participant's reported racial category. For those who marked more than 
one category initially, their response to the single race category was used. For eight cases, 
the interviewers' observation was used because the participant initially marked more than 
one category and either refused or responded with "don't know" to the single race item. All 
individuals who answered "yes" to Latino/a origin were removed from their corresponding 
racial category and recoded as Latino/a. The focus of this study is on Latino/a adolescents 
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and parents regardless of race, with a primary emphasis on how they compare to non-
Latino/a individuals and secondly, how they compare to each racial group. If Latino/a 
individuals were not removed from each of the racial categories they would have been 
entered into the analysis twice, the first time for their race, and secondly for their Latino/a 
ethnicity. Individuals who identified as non-Latino/a and reported their race as Other or 
Native American were removed from the sample for reasons discussed earlier. Therefore, 
the ethnicity/race variable contained the categories: White, Black, Asian, and Latino/a. For 
the purpose of the analysis the ethnicity/race variable was extracted to create four separate 
dichotomous variables, one for each group (coded as Yes=l, No=0). The final weighted 
sample contains 74% White (n-11,358), 12% African American (n=l,859), 3% Asian 
(n=521), and 10% Latino/a (n=l,592). 
Immigrant Generation 
Immigrant generation is an ordinal scale assessing the number of familial generations an 
individual and their family have resided in the United States. Immigrant generation was 
calculated using parent and adolescent responses to the question "Were you born in the 
United States?" If both the child and the parent answered "no," the child was coded as first 
generation. If the child answered "yes" but the parental respondent answered "no," the child 
was coded as second generation. Finally, if both the child and the parent answered "yes" the 
child was coded as third generation. As done with the ethnicity/race variable, the immigrant 
generation variable was also extracted to create three separate dichotomous variables one for 
each first, second, and third generation variables (coded as Yes=l, No=0). The sample is 
composed of 6% first generation (n=847), 8% second generation (n=l,193), and 87% third 
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generation immigrant adolescents (n=13,289). This classification of immigrant generation 
was used by Rodriguez (2002) in his study of Mexican American adolescents. 
It is important to note the limitations of the third generation category. It is possible that 
the child's nonrespondent parent was not born in the United States which, in essence, would 
make the child second generation. However, there is no way of discovering whether the 
child's other parent was born in the U.S. In addition, there were no items indicating where 
the child's grandparents or great-grandparents were born in the U.S., so the third generation 
category includes individuals whose families have resided in the U.S. for more than three 
generations. 
Control Variables 
Parents in the Home 
The number of parents in the home was assessed on two dimensions. The first dimension 
is the number of biological parents in the home. The number of biological parents in the 
home was calculated using the parental respondents' responses to questions about whether 
the child's biological mother and father each currently lived in the household. Respondents 
who reported yes for both items were recoded as an intact, dual-parent family. Single parent 
households could consist of either mother-only or father-only homes. The analysis was run 
separately for single-parent (n=6,246) and dual-parent homes (n-9,083) with a sample 
average of 1.59. The number of parents in the home for participants who failed to respond to 
the questions (n= 180) was imputed using the calculated means of nearby cases when the 
data were sorted by parent-reported marital status. 
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The second dimension is an adult-to-child ratio created from the of the actual count of the 
number of individuals aged 20 and older compared to the number of children aged 19 and 
younger reported by the adolescent to be living in the household. The age of 20 was 
identified as the minimum because the adolescent respondent age range in the subsample is 
11 to 19. The sample has an adult-to-child ratio range of 0 to 8 and an average of 1.12 
adults per child. 
The number of parents in the home was controlled because it has a direct effect on how 
many adults are available to supervise the adolescent, and the parent's availability to be 
academically involved in school activities both in and out of the home (Battle, 1997; 
Hetherington, Stanley-Hagan, & Anderson, 1989; Smith, 1999). In addition, living with only 
one biological parent or in a single-parent household has been identified as a risk factor for 
poor academic performance (Jacobson & Crockett, 2000; Smith, 1999). 
Parent Education 
Socioeconomic status was measured empirically using the respondent parent's reported 
level of education. Parents were asked "How far did you go in school?" Responses were 
recoded to create the following eight categories: no education, less than high school, high 
school degree, business/trade/vocational training, some college, 4 year college degree, or 
professional training beyond a college degree. The education levels for 111 participant 
parents were imputed using families' reported household incomes. The parents in the sample 
have an education average of 4.15 indicating some training beyond a high school degree. 
Parent education is a reliable and commonly used measure for socioeconomic status. 
Socioeconomic status is controlled because it has been consistently linked to academic 
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performance and is a direct predictor of the family's availability of resources (Hampton, 
Ekboir, & Rochin, 1995; Jacobson & Crockett, 2001). In addition, family socioeconomic 
status is also closely tied to the quality of the public school the child attends (Rodriguez, 
1999). 
Mental Retardation and Learning Disabilities 
Parents were asked to respond to two questions about disabilities their child may have. 
The first question is, "Is (he/she) mentally retarded?" and the second question is, "Does 
(he/she) have a specific learning disability, such as difficulties with attention, dyslexia, or 
some other reading, spelling, writing, or math disability?" Both questions were coded Yes=l 
and No=0. For parents who either refused to answer or responded with "I don't know," data 
were recoded to equal the sample mean of 0 (63 cases were recoded for mental disability and 
182 were recoded for learning disability). The final sample contained 123 adolescents 
identified as having a mental disability and 1,963 adolescents identified as having a learning 
disability. 
It is important to control for mental and learning disabilities for a number of reasons. 
Within the academic setting, students with disabilities are sometimes tracked into separate 
classes and sometimes separate schools depending on the severity of the disability, from 
those students without a diagnosed disability (Zetlin, 1991). The result of separate classes 
may be grade inflation due to lowered expectations for performance for students with 
disabilities, in addition to lowered expectations for college enrollment. Within the family, a 
student with a disability may require more time and involvement from the parent both 
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academically and physically, and dependent on the severity of the disability parent academic 
expectations and autonomy-granting behaviors may be affected (Smith, 1999; Zetlin, 1991). 
Adolescent Intrapersonal Characteristics 
Two adolescent intrapersonal characteristics are controlled for in this study. Depression 
is measured using a 19-item scale and self-esteem is measured on a 6-item scale. 
To assess depression, adolescents were asked to respond to 19 statements about different 
emotions and asked to identify how often he/she has felt each within the past week modified 
from the Center for Epidemiologic Studies Depression Scale (Shrier, et al, 2001). 
Statements included such things as, "you were bothered by things that usually don't bother 
you," "you had trouble keeping your mind on what you were doing," ""you felt lonely," and 
"you felt life was not worth living." Adolescents were asked to respond on a 4-point scale 
ranging from 0=never or rarely to 3=most of the time or all of the time. Four of the 19 items 
had to be reverse coded so that a higher score would reflect higher levels of depression, these 
items were: "you felt that you were just as good as other people," "you felt hopeful about the 
future," "you were happy," and "you enjoyed life." With the reverse coded items the 19-item 
scale has an internal reliability of 0.86, which is extremely high. 
A depression score (range 0-3, 0=no or very low depression and 3=very high depression) 
was created by averaging the responses for all 19 items, eliminating items the adolescent 
refused to answer. Eighteen participants refused to answer any of the questions or were not 
administered this section of the interview. Their depression scores were imputed using the 
mean of nearby cases after the data were sorted by adolescent's response to "Compared to 
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other people your age, how intelligent are you?" The sample's average depression score is 
0.57. 
Self-esteem was measured using a 6-item scale developed by the North Carolina 
Population Center Add Health research team modified from items in the Rosenberg Self-
Esteem Inventory, a commonly used measure of global self-esteem (Rosenberg, 1965; Shrier, 
et al, 2001). Adolescents were asked to respond to each item on a 5-point Likert scale 
ranging from l=strongly agree to 5=strongly disagree. The six items were: "you have a lot of 
good qualities, you have a lot to be proud of, you like yourself just the way you are, you feel 
like you are doing everything right, you feel socially accepted, and you feel loved and 
wanted." Each item was reverse coded so that higher values would equate to higher self-
esteem. The reverse-coded 6-item self-esteem scale also has a high reliability (Chronbach's 
a- .85). 
A self-esteem score (range 1-5,1= very low self-esteem and 5= very high self-esteem) 
was created in the same way as the depression scale by averaging the adolescent's responses 
to each of the 6 items. Those missing a self-esteem score due to missing data for all 6-items 
(n=33) were recoded to equal the sample mean self-esteem score of 4.12. 
Although the literature is unclear about the causal relationship between depression, self-
esteem and academic performance, this study reflects the traditional perspective that high 
levels of depression lead to low levels of academic performance and high levels of self-
esteem lead to high levels of academic performance (Bankston III & Zhou, 2002; Empfield 
& Bakalar, 2001; Rosenberg, 1965; Rosenberg, Schooler & Schoenbach, 1989; Zimmerman, 
et al., 1996). Thus, it is necessary to control for adolescent depression and self-esteem when 
investigating academic performance. 
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Intervening Variables 
Parental Control/Adolescent Independence 
Parental control-adolescent independence was visualized as a continuum with total 
parental control at one end and complete adolescent independence at the other. This variable 
was assessed using an adolescent behavioral autonomy scale reported by the adolescent. The 
use of adolescent reports on parental behaviors is an accepted method analysis (Steinberg, et 
al., 1992). Moskowitz and Schwartz (1982) reported that adolescents are knowledgeable 
informants about parental behaviors and the use of adolescent reporting eliminates the self-
reporting bias that is common when parents are reporting on their own behaviors. In 
addition, researchers have argued that adolescents' reports of their parents' behaviors have as 
strong an influence on adolescent development as do their parents' actual behaviors 
(Bronfenbrenner, 1979). 
The adolescent behavioral autonomy scale was created by combining seven items 
measuring parents' deference of control to the adolescent on a number of internal and 
external behavioral decisions. The items, in the order they were asked, are: l-"Do your 
parents let you make your own decisions about what time you must be home on weekend 
nights?", 2- "Do your parents let you make your own decisions about the people you hang 
around with?", 3-"Do your parents let you make your own decisions about what you wear?", 
4-"Do your parents let you make your own decisions about how much television you 
watch?", 5-"Do your parents let you make your own decisions about which television 
programs you watch?", 6-"Do your parents let you make your own decisions about time you 
go to bed on week nights?", and 7-"Do your parents let you make your own decisions about 
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what you eat?" Responses were dichotomous (No=0, Yes=l). Initially items were divided 
into two scales, external control (items 1 and 2) and internal control (items 3-7); however, it 
was discovered through reliability analysis that the scale has a higher reliability (Chronbach's 
a= .62) when all seven items are combined. 
An autonomy score (range 0-1, 0=none or little adolescent-granted autonomy and l=very 
high level of adolescent-granted autonomy) was calculated by averaging the responses to all 
seven items for each adolescent. For adolescents who did not respond to any of the seven 
items (n=153) an imputed score was created using the calculated means of nearby cases when 
the data were sorted by ethnicity, then gender, then age. The sample average for adolescent 
autonomy is 0.74. 
Parental Academic Involvement Scale 
Parental academic involvement was assessed using a 6-item scale that measures 
adolescent reported parental academic involvement for both mother and father. Adolescents 
were asked to report "which of the things listed on this card have you done with your 
[mother/father] in the past 4 weeks?" Three items pertaining to academic involvement were 
asked for each parent, these items, in the order they were asked, are: 1- "talked about school 
work or grades", 2- "worked on a project for school", and 3- "talked about other things 
you're doing in school." Adolescents responded to each with yes or no (No=0, Yes=l). In 
the absence of a mother or father figure in the home, adolescents skipped the corresponding 
items. The parental involvement scale has a reliability coefficient of 0.75 with high inter-
parent correlations. 
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To account for the potential absence, a parental involvement score (range 0-1, 0=no 
parental involvement and 1= high parental involvement) was created by averaging the scores 
of all 6 items. In the event that a mother or father was missing, the parental involvement 
score only included the items for the present parent. Several cases did not have a valid 
parental involvement score due to missing responses (n=466). The score for these cases were 
imputed to equal the sample mean of 0.42. 
Parent Expectations for College 
Parents' academic expectations were assessed using adolescents' reported parent 
expectations for college graduation. Adolescents responded to two separate items, one for 
mother and one for father, that asked how disappointed the parent would be if the adolescent 
did not graduate from college. Adolescents responded on a 5-point scale, 1 (not at all) to 5 
(very much). Similar to the parental involvement measures, items were skipped during the 
interview if the corresponding parent was absent from the home. Items measuring 
adolescents' reported parentsl expectations (Chronbach's a= .86) were combined to form one 
score (range 1-5, 1= very low expectations and 5-very high expectations), named college 
expectations by averaging the two items for each individual. Responses for adolescents 
reporting "I don't know" and for those who refused to answer (n= 212) were imputed to 
equal the sample mean of 3.96. 
Outcome Variable 
Consistent with previous studies, the adolescent's grade point average (GPA) was used to 
measure academic performance (Dishion, Poulin, & Skaggs, 2000; Jacobson & Crockett, 
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2000; Kim & Rohner, 2002; Shumow & Miller, 2001; Steinberg, et al., 1992; Yang, 1997; 
Zuniga, 2001). GPA was assessed by students' reported grades in English/language arts, 
math, history/social studies, and science at the most recent grading period. Prior research 
indicates that self-reported grades and actual grades recorded from school records are highly 
correlated (r = .80); thus, it is unlikely that the use of self-reported grades would introduce a 
significant bias to the study (Dornbusch, et al, 1987; Kim & Rohner, 2002; Steinberg, et al., 
1992). Grades were reported in letter form (A, B, C, and D or lower). For the purpose of a 
quantitative analysis, all letter grades were converted to numerical scores: A-4.0, B=3.0, 
C=2.0, D or lower =1.0 (Kim & Rohner, 2002; Zuniga, 2001). Adolescents' GPAs (range 1-
4; 1.0= average of D or lower, and 4= A average) were calculated as the total average of their 
individual subject grades The four subject grade items have an internal reliability of 0.75. 
The GPA was imputed using the sample mean of 2.82 for adolescent participants who failed 
to report their subject grades (n=472). 
Plan for Analysis 
Frequency distributions, means, correlations, and contingency tables are used for 
preliminary analyses. The empirical model is tested using a four-stage hierarchical multiple 
regression. In the first stage, control variables are entered establishing a baseline for the 
model. In stage two, all independent variable are entered to discover any significant main 
effects. Intervening parenting behaviors are entered in the third stage to discover if they have 
a significant mediating affect on the observed main effects, as well as any of the control 
variables. In the final stage, interactions between the independent variables and the 
intervening parenting behavior are entered to assess whether the variables will interact and 
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have a moderating effect on the relationship between the observed main effects, control 
variables, and academic performance. 
Due to the nested design used for sampling in the Add Health data set cases within each 
community and school are not independent of one another, a necessary assumption for 
multiple regression analysis. To account for this community bias, several forms of the model 
are analyzed using a separate statistical program that is capable of controlling for community 
variance to discover whether there are differences in the findings according to community. 
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CHAPTER 6 
RESULTS AND CONCLUSIONS 
The Sample Demographics 
An initial summary of the sample was done using sample means, contingency tables, and 
mean comparisons. Presented in the following tables are sample group means with 
corresponding standard deviations, sample counts (when appropriate), and reported 
significance levels for independent sample t-tests for means comparisons. When comparing 
across gender groups several differences were observed within each of the variable groups 
(Table 6.1). Most notably, females have a significantly higher average mean grade point 
average (GPA) than males (m =2.93 compared to 2.70; p <001). The males in the sample 
were, on average, slightly older (m =15.61 years; p <001) than the females. There was an 
equal distribution of males and females for Whites and Latino/as, as well as all immigrant 
generation groups. African Americans, however, had a larger proportion of females 
(n=1001) than males (p <001) in the sample while Asians had a larger proportion of males 
(n=284) than females (p <05). 
Within the control variables, the males in the sample had a slightly higher average 
number of reported parents in the home (m =1.60; p <01), and adult-to-child ratio (m =1.13 
adults per child; p <05), compared to females (m =1.58 and 1.10 respectively). The level of 
parent education was about the same for each gender group. When compared across the 
adolescent characteristics that were controlled for in the study, equal proportions (1.0%) of 
males and females were identified as having a mental disability, whereas a much higher 
Table 6.1 
Variable Descriptives for Weighted Sample by Gender (h=15329) with T-statistics for Means Comparisons 
Males Females T-test 
n= 7629 n=7700 C'limpiirisoii 
Sulisample Mean/ Subsample Mean/ 
Variables Count Proportion SD Count Proportion SD t-statistic 
Dependent Variable 
Grade Point Average (GPA) 2.70 0.77 2.93 0.74 -18.950*** 
Independent Variables 
Gender: Male 7629 1.00 0.00 100000000 
Gender: Female Ml^0000@l IIIIBSIIIIsl 7700 1.00 0.00 000000000 
Age §0000000 1.69 15.44 1.70 6.259*** 
Race: White 5689 0.44 5668 0.74 0.44 1.357 
Race: African American 858 000M00 0.32 1001 0.13 0.34 -3.305*** 
Race: Asian 284 0.04 0.19 237 0.03 0.1' 2.208 * 
Ethnicity: Latino/a 797 0.10 0.31 794 0.10 0.30 0.275 
Immigrant Generation: 1st #0000 0.06 0.23 423 0.05 0.23 0.138 
Immigrant Generation: 2nd 0.08 0.27 582 0.08 0.26 1.048 
Immigrant Generation: 3rd 6594 0.86 0.34 6695 0.87 0.34 009000 
Control Variables 
Number of Parents in Home 1.60 0.49 1.58 0.49 2.702** 
Adult to Child Ratio in Home 000S0KK 0.77 1.10 0.76 2.146* 
Disability: Mental 0.01 0.09 62 0.01 0.09 -0.041 
Disability: Learning 1279 0800^0 0.37 683 0.09 0.28 14.713*** 
Parent Education WBIBI3M 1.62 4.14 1.65 0.847 
Adolescent Depression 0.52 0.35 0.61 0 42 -14.843*** 
Adolescent Self-Esteem 4.20 0.55 4.03 0.D1 17.927*** 
Intervening Variables 
Adolescent Autonomy 0.74 0.22 0.74 0.21 -1.427 
Parental Academic Involvement 0.41 0.31 0.43 0.31 -4.210*** 
Parental Academic Expectations — 3.93 1.22 4.01 1.16 -3.880*** 
*p<05 **p<01 ***p<001 
proportion of males (17.0%; p <001) were identified as having a learning disability 
compared to females (9.0%). For the two adolescent intrapersonal characteristics controlled 
for in the study, depression and self-esteem, gender differences were also observed. Males, 
on average, reported higher levels of self-esteem (m =4.20 compared to 4.03 for females; p 
<001) while females reported higher levels of depression (m =0.61 compared to 0.52 for 
males; p <001). 
For the intervening variables analyzed, males and females reported equal average scores 
(m =0.74) for the levels of autonomy granted by his/her parents. Females, however, reported 
higher means scores for parental academic involvement (m =0.43; p <001) and parental 
academic expectations (m =4.01; p <001) then males (m =0.41 and 3.93 respectively). 
Several notable differences also are observed when the sample is analyzed across ethnic 
groups (Table 6.2). Using independent sample t-tests each ethnic group was compared to the 
remainder of the sample when that group is removed. Compared to the rest of the sample, 
Asians reported significantly higher CPAs (m =3.02; p <001) while Latino/as reported the 
lowest (m =2.58; p <001), followed by the African American group (m=2.63). The Asian 
American group also reported, on average, being older than the rest of the sample (m =15.91 
years; p <001) followed closely by Latino/as (m =15.82 years); this difference is partially 
due to the large number of younger generation immigrants within each of these groups. 
Forty-five percent of the Asians in the sample were identified as first generation immigrants, 
35% were identified as second generation, and 19% were identified as third generation. 
These proportions vary greatly from the sample proportions of 6%, 8%, and 87% 
respectively (see Table 5.3). Latino/as were identified as having the second largest 
Table 6.2 
Variable Descriptives for Weighted Sample by Ethnicity/Race (n=15329) with Significance Levels for Means Comparisons 
White African American Asian Latino/a 
n= 11358 n= 1859 g
 
•a
 
n=1592 
Mean/ Mean/ Mean/ Mean/ 
Variables Proportion SU Proportion SD Proportion SD Proportion SD 
Dependent Variable 
Grade Point Average (GPA) 2.87*** 0.77 2.63 * 0.69 3.02*** 0.76 2.58*** 0.74 
Independent Variables 
Gender: Male 0.50 0.46 0.50 000000 0.50 0.50 0.50 
Gender: Female 0900000 0.50 0.54*** 0.50 0.45 * 0.50 0.50 0.50 
Age 15.47*** 1.69 15.46 1.73 15.91 *** 1.71 15.82*** 1.67 
Race: White 1.00 0.00 WMWR 
Race: African American 1.00 0.00 
Race: Asian 0.00 
Ethnicity: Latino/a — 1 . ' — 1.00 0.00 
Immigrant Generation: 1st 0.01 *** 0.12 0.03*** 0.16 0.45 *** 0.50 0.25 *** 0.43 
Immigrant Generation: 2nd 0.03 *** 0.18 0.04*** 0.19 0.35*** 0.48 0.36*** 0.48 
Immigrant Generation: 3rd 0.95*** 0.21 0.94 *** 0.24 0.19*** 0.39 0.39*** 0.49 
Control Variables 
Number of Parents in Home 1.63*** 0.48 1.36*** 0.48 1.73*** 0.44 1.56** 0.50 
Adult to Child Ratio in Home 00MNÊÈ 0.73 1.01*** 0.80 1.36*** 1.12 1.10 0.83 
Disability: Mental 0.01 ** 0.08 0.01 0.11 0.00 0.05 0.01 ** 0.12 
Disability: Learning 0.14*** 0.34 0.11** 0.31 0.05 *** 0.22 0.12 0.33 
Parent Education 4.28*** 1.54 4.18 1.62 4.75*** 1.77 2.98*** 1.75 
Adolescent Depression 0.54*** 0.38 0.61*** 0.40 0.68*** 0.39 0.66*** 0.41 
Adolescent Self-Esteem 4.11 * 0.59 4.25*** 0.56 3.96*** 0.62 4.05 *** 0.60 
Intervening Variables 
Adolescent Autonomy 0.75*** 0.21 0.71*** 0.23 0.74 0.23 0.71*** 0.24 
Parental Academic Involvement 0.42 0.31 0.44*** 0.31 0.43 0.28 0.39*** 0.29 
Parental Academic Expectations 3.93*** 1.19 4.09*** 1.23 4.29*** 1.02 3.98 1.17 
*p<05 **p<01 *p<.001 
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proportion of first generation immigrants (25%) and the largest proportion of second 
generation immigrants (36%) in the sample. With 39% of Latino/as identified as third 
generation immigrants, Latino/as were the most evenly distributed group across all three 
immigrant generations. Not surprisingly, Whites and African Americans were identified as 
having the highest proportions of third (or more) generation immigrants (95% and 94% 
respectively). 
When comparing ethnic groups across the various control variables in the study, Asian 
Americans consistently set apart from the rest of the sample. Asian Americans reported the 
highest proportion of dual-parent homes (average number of parents in the home is 1.73; p 
<001), as well as the highest average adult-to-child ratio (m =1.36; p <001) of the sample, 
followed by Whites for both variables. African Americans, on the other hand, reported the 
highest proportion of single-parent homes (average number of parents in the home is 1.36; p 
<001) and the lowest adult-to-child ratio (m =1.01; p <001) compared to the rest of the 
sample. Asian Americans also reported the highest levels of parent education (m =4.25; p 
<.001) while Latino/as reported the lowest (m =2.98; p <001) for the entire sample. 
For adolescent reported disabilities and intrapersonal characteristics Asian American 
parents reported the lowest proportions of children diagnosed with either a mental (0%) or 
learning disability (5%; p <001). White parents reported the highest proportion of 
adolescents diagnosed with a learning disability (14%; p <001). 
Despite reporting the highest proportion of dual-parent homes and the highest levels of 
parent education, as well as low occurrences or mental or learning disabilities, Asians 
reported the highest average depression score (m =0.68; p <001) and the lowest average self-
esteem score (m =3.96; p <001) compared to the rest of the sample, followed closely by 
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Latino/as (m =0.66 and m =4.05 respectively). Whites reported the lowest levels of 
depression (m =0.54; p c.001) while African Americans reported the highest levels of self-
esteem (m =4.25; p <.001) for the sample. 
Within the intervening variables measured, White adolescents reported the highest 
average level of autonomy (m =0.75; p <.001) of the sample while African Americans and 
Latino/a adolescents reported the lowest (m =0.71). African American adolescents reported 
the highest levels of parental academic involvement (m =0.44; p <001) of the sample while 
Latino/as reported the lowest (m =0.39). Lastly, Asian Americans adolescents reported that 
their parents had the highest academic expectations for college enrollment (m =4.29; p 
<001) of the sample and Whites reported that their parents had the lowest (m =3.93). 
The Sample Correlations 
Correlations between all of the variables in the model were analyzed to discover the zero-
order relationships among them (Table 6.3). Of specific interest are the relationships 
between the control variables and the intervening and outcome variables, as well as the 
relationships of the intervening variables to the independent variables and the outcome 
variable. The strongest correlations will be noted in the text. 
Characteristics of the Sample 
Several of the group differences observed in the means comparisons (see Tables 6.1 and 
6.2) are mirrored in the correlation matrix. The most notable relationships are the 
correlations between the various ethnic/racial groups and the immigrant generations. As 
Table 6.3 
Correlation Matrix 
Gender Age White 
African 
American Asian Latino/a 
1st 
Generation 
2nd 
Generation 
3rd 
Generation 
Single-/ Dual-
Parent 
Gender 
Age -0.050 * — 
White -0.011 -0.048 * * *  — 
African American 0.027 * -0.014 -0.628 * * *  
Asian -0.018 * 0.043 * * *  -0.317 * * *  -0.070 * * *  
Latino/a -0.002 0.059 * * *  -0.576 * * *  -0.126 * * *  -0.064 * * *  — 
1 st Generation -0.001 0.091 * * *  -0.304 * * *  -0.047 * * *  0.328 * * *  0.292 * * *  
2nd Generation -0.008 0.033 * * *  -0.290 * * *  -0.057 * * *  0.194 * * *  0.363 * * *  -0.070 * * *  — 
3rd Generation 0.007 -0.087 * * *  0.433 * * *  0.077 * * *  -0.373 * * *  -0.483 * * *  -0.617 * * *  -0.742 * * *  
Single-ZDual-Parent -0.022 ** -0.015 0.126 * * *  -0.179 * * *  0.053 * * *  -0.021 * *  -0.009 0.057 * * *  -0.039 * * *  
Adult to Child Ratio -0.017 * 0.147 * * *  0.020 *  -0.053 * * *  0.060 * * *  -0.007 0.043 * * *  0.025 * *  -0.049 * * *  0.167 *** 
Parent Education -0.007 -0.050 * * *  0.137 * * *  0.006 0.069 * * *  -0.244 * * *  -0.071 * * *  -0.122 * * *  0.144 * * *  0.081 
Mental Disability 0.000 0.035 * * *  -0.024 * *  0.015 -0.012 0.025 * *  0.005 0.031 * * *  -0.027 * * *  -0.023 ** 
Learning Disability -0.118 * 0.027 * * *  0.041 * * *  -0.023 * *  -0.044 * * *  -0.008 -0.034 * * *  -0.012 0.032 * * *  -0.066 *** 
Depression 0.119 0.110 * * *  -0.108 * * *  0.039 * * *  0.053 * * *  0.082 * * *  0.049 * * *  0.044 * * *  -0.068 * * *  -0.117 * 
Self-Esteem -0.143 -0.076 * * *  -0.016 *  0.086 * * *  -0.049 * * *  -0.040 * * *  -0.036 * * *  -0.026 * * *  0.044 * * *  0.052 *** 
Autonomy 0.012 0.355 ***  0.073 * * *  -0.052 * * *  -0.001 -0.049 * * *  -0.025 * *  -0.021 **  0.034 * * *  -0.037 *** 
Involvement 0.034 * -0.062 ***  -0.003 0.025 * *  0.005 -0.026 * * *  0.006 -0.020 *  0.012 -0.040 *** 
Expectations 0.031 * -0.082 ***  -0.054 * * *  0.040 * * *  0.051 * * *  0.004 0.046 * * *  0.033 ***  -0.057 ***  0.066 *** 
Grade Point Average 0.151 ** -0.092 ***  0.120 ***  -0.090 * * *  0.049 ***  -0.105 ***  -0.001 -0.027 * * *  0.022 **  0.167 *** 
*p<05 **p<01 ***p<001 
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Table 6.3 
Correlation Matrix (continued') 
Gender 
Age 
White 
African American 
Asian 
Latino/a 
1st Generation 
2nd Generation 
3rd Generation 
Single-ZDual-Parent 
Adult to Child Ratio 
Parent Education 
Mental Disability 
Learning Disability 
Depression 
Self-Esteem 
Autonomy 
Involvement 
Expectations 
Grade Point Average 
Adult to 
Child Ratio 
Parent 
Education 
Mental 
Disability 
Learning 
Disability Depression Self-Esteem Autonomy 
Involve­
ment 
Expecta­
tions 
Grade Point 
Average 
0.007 — 
-0.015 -0.056 *** — 
-0.001 -0.059 *** 0.167 *** — 
-0.023 ** -0.135 *** 0.025 ** 0.109 *** — 
0.007 0.054 *** -0.009 -0.047 *** -0.518 *** — 
0.096 *** 0.050 *** -0.058 *** -0.067 *** -0.026 *** -0.005 — 
-0.015 0.095 *** -0.001 -0.020 * -0.084 ** 0.127 *** -0.020 * — 
0.011 0.171 *** -0.065 *** -0.104 *** -0.108 *** 0.098 *** -0.039 *** 0.106 — 
-0.007 0.232 *** 0.012 -0.208 *** -0.232 *** 0.151 *** 0.029 *** 0.100 0.168 *** 
*p<05 **p<01 ***p<001 
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expected from the group means, Asian Americans are positively correlated with 
identification as a first generation immigrants (r - 0.328, p <001) and are just as strongly 
negatively correlated with identification as third generation immigrants (r = -0.373, p <001). 
Similarly, Latino/as have a strong positive correlation with identification as belonging to 
both first and second immigrant generations (r = 0.292 and r = 0.363, p <.001 respectively) 
and have a very strong negative correlation to belonging to the third generation immigrant 
group (r = -0.483, p <001). 
Parent education has a significant relationship to several ethnic/race groups as well as 
immigrant generations. As observed in the group means (see Table 6.2), White and Asian 
Americans have a positive correlation with parent education (r = 0.137 and r = 0.069, p <001 
respectively) while Latino/as have a strong negative correlation with parent education. 
White and Asian parents generally reported higher levels of education whereas Latino/as 
reported the lowest. Similarly, younger immigrant generations reported lower levels of 
parent education (r = -0.071, p <001 for first generation immigrants and r = -0.122, p <.001 
for second generation immigrants) while parents of third generation immigrant adolescents 
reported higher levels of education (r = 0.144, p <001). 
Both age and identification as White are significantly correlated with depression but with 
reverse relationships. Age is positively correlated with depression (r = 0.110, p <001) 
indicating that older adolescents report higher levels of depression. Racial identification as 
White, on the other hand, is negatively correlated with depression (r = -0.108, p <001); 
Whites reported lower levels of depression than the rest of the sample. 
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Also expected from the group means (see Table 6.1), gender is strongly correlated with 
depression, self-esteem, and diagnosis with a learning disability. Females are more likely 
than males to report higher levels of depression (r = 0.119, p <001) and lower levels of self-
esteem (r = -0.143, p <001). Females, however, are also less likely to be diagnosed with a 
learning disability (r - -0.118, p <001) compared to males. 
Lastly, racial identification as African American is negatively correlated with the number 
of parents in the home (r = -0.179, p <001). African Americans in the sample are less likely 
to be living with both biological parents. 
Relationships of Control Variables to Parenting Behaviors and GPA 
The control variables for the study all have significant correlations with either the 
intervening variables or the outcome variable, grade point average, thus justifying the need to 
control for these variables within the model. The number of parents in the home has a strong 
positive correlation with adolescent GPA (r = 0.167, p <001) indicating that adolescents 
living in dual-parent homes have significantly higher academic grades than adolescents 
living in single-parent homes. As expected, the number of parent in the home and the adult-
to-child ratio are also positively correlated to one another (r = 0.167, p <001). Adolescent 
autonomy is significantly correlated with the adult-to-child ratio (r = 0.096, p <001). 
Although the relationship is not very strong, this positive correlation indicates that 
adolescents are granted more autonomy in households that have a higher number of adults 
per adolescent. Parent education is positively correlated with all three intervening variables, 
as well as adolescent GPA. The strongest relationships for parent education are with parent 
academic expectations (r = 0.171, p <001) and adolescent grades (r = 0.232, p <001). These 
strong positive correlations indicate that the higher the level of parent education the higher 
the parent's expectations for his/her child's college enrollment and school grades. Also 
noteworthy is the significant positive correlation between parental involvement and parental 
expectations (r = 0.106, p <001); high levels of parental academic involvement are using 
paired with high parental expectations for college enrollment. 
For the adolescent-specific control variables, mental and learning disability and 
depression and self-esteem, several strong correlations are observed. Adolescent mental 
disability actually has the weakest correlations of the four variables. Adolescent mental 
disability is negatively correlated with both adolescent autonomy (r = -0.058, p <001) and 
parent expectations (r = -0.065, p <001). This negative relationship indicates that parents 
generally give less autonomy and have lowered expectations for college enrollment if the 
adolescent is diagnosed with a mental disability. Diagnosis with a learning disability also 
has a significant negative correlation with adolescent autonomy (r = -0.067, p <001) and 
parent expectations (r = -0.104, p <001). The strongest correlation with learning disability, 
however, is with GPA (r = -0.208, p <001). Diagnosis with a learning disability has a strong 
negative correlation with adolescent school performance. Diagnosis with a mental or 
learning disability are also significantly correlated to one another (r = 0.167, p <001); the 
diagnosis of one type of disability is positively related to the diagnosis of a second disability. 
Depression is significantly correlated with all three intervening variables, as well as 
GPA. Similar to diagnosis with a learning disability, adolescent depression also has a very 
strong negative relationship to both parent expectations (r = -0.108, p <001) and GPA (r = -
0.232, p <001). The higher the level of depression an adolescent experiences, the lower 
his/her reported parent expectations and the poorer his/her school performance. In addition, 
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depression is negatively correlated with the number of parents in the home (r = -0.117, p 
<001) indicating that adolescents living in single-parent homes reported higher levels of 
depression. Self-esteem, not surprisingly, has a significantly positive correlation with 
parental involvement (r = 0.127, p <001), parent expectations (r = 0.098, p <001), and grade 
point average (r = 0.151, p <001). High self-esteem is related to high levels of reported 
parental involvement, high adolescent-reported parent expectations, and high grades. Also 
interesting but not surprising is the strong negative correlation between depression and self-
esteem (r = -0.518, p <001); higher levels of depression are related to lower levels of self-
esteem and vice-versa. Another interesting correlation is the positive relationship between 
diagnosis with a learning disability and depression (r = 0.109, p <001). 
Relationship of Parenting Behaviors to Independent Variables and GPA 
As discussed in Chapter 2 intervening variables should be significantly correlated with 
both the independent variables and the outcome variable. Although significant, the 
correlations between the independent variables and the intervening variables were relatively 
weak, with the exception of the relationship between adolescent age and autonomy. Stronger 
relationships were observed between the intervening variables and adolescent grade point 
average. 
Parenting Behaviors and Adolescent Characteristics 
As mentioned above, age and autonomy have the single strongest correlation (r = 0.355, 
p <001) between an independent variable and an intervening variable. Not surprisingly, this 
indicates that older adolescents have more autonomy than younger adolescents. Conversely, 
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age is negatively correlated with both parental involvement (r = -0.062, p <001) and parent 
expectations (r = -0.082, p <001). 
As expected from the group mean comparisons done earlier (see Table 6.1), gender is 
positively correlated with both parental involvement (r = 0.034, p <001) and parent 
expectations (r = 0.031, p <001). Females reported experiencing higher levels of parental 
involvement and reported that their parents have higher academic expectations for them 
compared to their male counterparts. 
Adolescent autonomy is positively correlated to racial identification as White (r = 0.073, 
p <001) and to being a third generation immigrant (r = 0.034, p <001). Autonomy, 
however, is negatively correlated with African Americans (r = -0.052, p <001) and Latino/as 
(r = -0.049, p <001), as well as first and second generation immigrants (r = -0.025 and r = -
0.021, p <01 respectively). 
Parental involvement is positively correlated with racial identification as African 
American (r = 0.025, p <01) indicating that African American adolescents in the sample 
reported higher levels of parental involvement, a finding supported by the group means (see 
Table 6.2). Conversely, parental involvement is negatively correlated with identification as 
Latino/a (r = -0.026, p <001) and second generation immigrants (r = -0.020, p <05). 
Lastly, parental expectations have a positive relationship with adolescent racial 
identification either as African American (r = 0.040, p <001) or Asian (r = 0.051, p <001), 
as well as identification as a first or second generation immigrant (r = 0.046 and r = 0.033, p 
<001 respectively). African Americans, Asians, and adolescents that are first or second 
generation immigrants reported higher parent academic expectations than Whites (r = -0.054, 
p <001) or third generation immigrants (r = -0.057, p <001). 
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Parenting Behaviors and Adolescents' Grade Point Averages 
Adolescent autonomy, parental academic involvement, and parent expectations are all 
significantly correlated with adolescent academic grades. The strongest relationship is 
between parent expectations and GPA (r = 0.168, p <001); high parent expectations are 
related to high adolescent grades. Parental involvement also has a strong relationship with 
GPA (r = 0.100 <001) indicating that high levels of parental academic involvement is 
positively correlated with high student grades. Lastly, adolescent autonomy has a positive 
relationship with GPA (r = 0.029, p <001), although, much weaker than the other two; 
higher levels of autonomy are related to higher grades. 
Results for Regression Analyses 
Variance Due to Community 
It was determined that the community accounts for 7.00% of the total variance of 
adolescent grade point averages (GPAs). Therefore, several models were analyzed using 
multilevel modeling with SAS PROC MIXED to take into account the homogeneity of 
adolescents within the approximately 80 different communities (Chantala, 2003). The 
regression coefficients and the standard errors of the multiple regressions (using SPSS) were 
essentially the same as those found with multilevel modeling using the PROC MIXED 
procedure (in SAS). These findings indicate that failure to account for community-specific 
variance does not affect the principal findings, therefore, for simplicity, the SPSS results will 
be presented for this study (Ge, et al., 2001). 
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Mediating and Moderating Effects of Parenting Behaviors 
The model was analyzed for the complete sample as well as separately for males and 
females. In addition, the model was analyzed for each ethnic group and for each gender 
within each group. Within each ethnic or gender group the model was analyzed separately 
for single- and dual-parent homes. The multiple-category independent variables in the model 
were analyzed in comparison to the missing category for each group. In the case of gender, 
females were included in the model and any comparisons made are in relation to males. For 
ethnicity/race, Whites were excluded from the model; thus results for African Americans, 
Asians, and Latino/as are reported as they compare to Whites. Finally, for immigrant 
generation, only first and second generations were included in the model and all comparisons 
are made with third generation (or more) immigrants. 
The model was analyzed in four steps for each group. In the first step, only the control 
variables were entered into the regression to create a baseline for comparison. In the second 
step, the independent variables were added to the model. In the third step, the intervening 
variables were added to the model to discover if they mediated the relationship between the 
independent variables and the outcome variable, GPA. Lastly, in the fourth step, all two-way 
interactions between the independent and intervening variables were added to the model to 
discover if any of the interactions had a significant moderating affect. 
As a result of the large sample size, most of the variables in the model are statistically 
significant. For the purposes of this discussion, the models are discussed in terms of the size 
of the betas for each variable and their change in size as additional variables are added to the 
models. In addition, the betas will be used to make interethnic and gender comparisons as 
well. For simplicity, only the significant moderating interactions and their parallel 
interactions (for example, if Latino/as form a significant interaction, the parallel African 
American interaction, although not significant, is presented for comparison) are presented 
within the text and the tables. The full model, as tested in the fourth step, including all of the 
interactions tested, can be found for each group in the Appendix. 
Complete Sample Regression 
When analyzed using the complete sample (n=15329), the model is a stronger predictor 
of GPA for adolescents living in dual-parent homes as compared to single parent homes (R2= 
0.207 and 0.144 respectively). Several differences can be observed between the two groups; 
however, the size and direction of the effects are the same for almost all of the variables 
(Table 6.4). 
In the first step when only the control variables are entered, the adult-to-child ratio is the 
only variable that fails to have a significant effect on adolescent GPA among single-parent 
families. The adult-to-child ratio is a significant predictor of GPA for adolescents in dual-
parent homes (P= -.050, p <001), however. These variables are entered as controls in all the 
subsequent models for both dual-parent and single-parent families to compare parallel 
analyses. 
When assessing the impact of the control variables and independent variables on 
adolescent GPA in single-parent families, gender is the strongest predictor of GPA (P= .175, 
p <001). Females reported higher GPAs than males. In addition, learning disabilities (P= -
.156, p <001) and parent education (P= .147, p <001) are also strong predictors. Higher 
levels of parent education resulted in higher GPAs as compared to adolescents whose parents 
Table 6.4 
Standardized Regression Coefficients for the Effects of the Model on GPAs for Single-Parent (n=6246) and Dual-Parent 
Homes (n=9083) 
Step 1 Step 2 Slop 3 Step 4 
Control Variables + Independent Variables + Mediating Variables + Addition of Interactions 
Single-Parent Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-Parent 
P P P P 
Intercept (B) 2.705*** 2.885*** 2.928*** 3.231*** 2.6X1*** 2848**7 2.383*** 3.316*** 
Control Variables 
Adult to Child Ratio -0 002 -0 050*** -0.004 -0.400*** -0.004 -0 044*** -0.004 -0.045*** 
Parent Education 0.156*** 0.21')+** 0.147*** 0.204*** 0.134*** 0.176*** 0.132*** 0.176*** 
Disability: Mental 0.061*** 0.058*** 0.063*** 0.055*** 0 066*** 0.063*** 0.067*** 0.063*** 
Disability: Learning -0.1 SO*** -0.18-1*** -0.156*** -0.167*** -0.151*** -0.157*** -0.151*** -0.157*** 
Adolescent Depression -0.1 17*** -0.176*** -0.122*** -0.171*** -0.116*** -0 164*** -0.114*** -0.163*** 
Adolescent Self-Esteem 0064*** 0.038*** 0.095*** 0.067*** 0 088*** 0.052*** 0.088*** 0.051*** 
Independent Variables 
Gender: Female @00000 0.175*** O.loP** 0171*** 0.152*** 0.172*** 0.151*** 
Age -0.033** -0.053**" -0.02V* -0.062*** -0.029* -0.061*** 
Race: African American 00^0^00 -0.079*** -0.100*** -0 083*** -0.101*** -0.081*** -0.099*** 
Race: Asian 0.010 0.022* 0.009 0.020 0.007 0.019 
Ethnicity: Latino/a -0.067*** -0.073*** -0 070*** -0.071*** -0.071*** -0.070*** 
Immigrant Generation: 1st 0.045*** 0.029* 0.012** 0.O2I 0.043** 0.024* 
Immigrant Generation: 2nd WNNMMWW# 0.016 0.019 0.013 0.01.5 0.015 0.016 
Intervening Variables 
Adolescent Autonomy — l!§i 0 013 0.045*** -0.142 -0.199* 
Parental Involvement ~— 0036** 0.059*** -0.108 -0.034 
Parental Expectations — 0 067*** 0 109*** 0.141 0.046 
Interactions 
Age * Autonomy — 0.167 0.246** 
Afr. Am. * Involvement — -0.019 -0.016 
Latino/a * Involvement -— — -0.007 0.030* 
Afr. Am. * Expectations — -0.027* -0.024* 
Latino/a * Expectations — WWwNKlM 0.001 -0.004 
1st Gen. * Expectations — -0.007 -0.017 
2nd Gen. * Expectations 
— 
— — — — 
-0.020 -0.025* 
R-squared 0.096 0.144 0.135 0.187 0 141 0.203 0.144 0.207 
Adjusted R-squared 0.095 0.143 0.134 0.185 0.139 0.202 0.140 0.204 
Change in R-squared 
— — 
0.039 0.043 0 006 0.016 0.003 0.004 
*p<05 **p<01 ***p<001 
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had lower levels of education. Those identified with a learning disability exhibited lower 
GPAs than those without a learning disability. In contrast, having a mental disability (P= 
.063, p <001) resulted in higher GPAs when compared to those without a mental disability. 
The higher GPA for mentally disabled students may be due to grade inflation as a result of 
their participation in separate classes and/or schools. Adolescent intrapersonal characteristics 
also have a significant influence on adolescent GPA. High levels of depression (P= -.122, p 
<001) resulted in low grades and high self esteem (P= .095, p <001) resulted in high grades. 
Age had the weakest significant effect (P= -.033, p <01) of GPA where older adolescents 
reported lower grades than their younger counterparts. 
Central to this study is ethnic and immigrant identity. Both factors have a significant 
influence on adolescent GPA. Identifying as an ethnic minority had a significantly negative 
effect on GPA for African Americans and Latino/as in single-parent homes (P= -.079, p 
<.001 and p= -.067, p <001 respectively). Identifying as Asian, however, was not 
significantly related to GPA. Immigrant generation also had a significant effect on GPA for 
first generation immigrants (P= .045, p <001). First generation immigrants exhibited higher 
GPAs than later generations. 
In single-parent homes, after mediating variables were added, several changes were 
observed. Parental involvement and parental expectations (P=.036, p <01 and P= .067, p 
<.001 respectively) both had positive and significant effects on adolescent GPA while 
adolescent autonomy did not (P= .013). Although their strength was slightly weakened when 
parental behaviors were added to the model, gender, learning disabilities, parent education, 
depression and self esteem continued to have the strongest effects on GPA. In addition, the 
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effects of age (P= -.029, p <05) and immigrant generation (P= .042, p <01) also were 
buffered by parenting behaviors and weakened. Older adolescents as well as older immigrant 
generations benefit more from parental involvement and expectations. Parenting behaviors 
further enhanced the effect of mental disability on GPA (P= .066, p <001). Those with 
mental disabilities appear to benefit more from positive parental involvement and 
expectations than those without. 
A noticeable result is that African Americans' and Latino/as' GPAs do not benefit from 
parenting behaviors in the same way that Whites or Asians do; the two groups continue to 
report lower grades (African Americans: P= -.083, p <001 and Latino/as: p= -.070, p <001). 
Therefore although parental involvement and high parental expectations generally have a 
positive influence on adolescent academic performance and lead to higher GPA these effects 
are not reproduced for all ethnic groups. Therefore it is decided to analyze each ethnic group 
separately as is reported later in this chapter. 
When the moderating interactions are added to the model in step four for single-parent 
homes, parental expectations for African Americans was the only significant interaction 
observed (P= -.027, p <05). This finding indicates that the positive influence of parental 
expectations on GPA is 0.027 less for African Americans than for the other groups. In 
addition, when the moderating interactions were added, parental involvement (P= -.108) and 
parental expectations (P= .141) were both no longer significant. Despite these changes, the 
strength of the model increased (change in R2= .003). 
When the model is analyzed for dual-parent homes within the complete sample, similar 
effects are observed. When measuring the effects of control and independent variables the 
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single strongest predictor of GPA in dual-parent homes is the adult-to-child ratio in the home 
(P= -.400, p <001), where having more adults per child resulted in lower grades. Similar to 
the effects seen in single-parent homes, parent education, depression, learning disabilities, 
gender, ethnic identity, self esteem, mental disability, age and immigrant generation all 
contribute significantly to the observed variance in GPA. As in single-parent families 
African Americans (p= -.100, p <001) and Latino/as (P= -.073, p <001) continue to report 
lower GPAs than Whites. Asians in dual-parent families, however, report significantly 
higher GPAs than Whites (P= .022, p <05). Females in dual-parent homes also outperform 
their male peers, but not as much as the difference observed among females and males in 
single-parent homes (P= .161, p <001). Depression appeared to have a stronger negative 
influence on GPA for adolescents in dual parent homes (P= -.171, p <001) compared to 
adolescents in single-parents homes (P= -.122, p <001), whereas self-esteem, although 
positively related to GPA, did not have as strong an influence on grades among adolescents 
in dual-parent families (P= .067, p <001). Although immigrant generation exhibits a 
significantly positive effect on GPA, the effect is not as strong for first generation 
immigrants living in dual-parent homes when compared to those in single-parent homes. 
Parent education, on the other hand, had a much stronger relationship to adolescent GPA 
in dual-parent families than in single-parent families (P= .204, p <001). This difference can 
likely be attributed to the higher earning power of highly educated parents in dual-parent 
homes. Two parents with high levels of education within the same household will most 
likely have higher paying jobs and belong to a higher socioeconomic group than single 
parents. Higher socioeconomic status is consistently linked to higher grades. 
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As in the single-parent family analysis, when the intervening variables of parental 
behavior are added to the model, several changes occur. First, all of the intervening variables 
have significant effects on adolescent GPA. High levels of autonomy granted to the 
adolescent (P= .045, p <001), high levels of parental involvement (p= .059, p <001) and 
high parental expectations (P= .109, p <001) are all significant predictors of high adolescent 
grades. In addition, adolescents with fewer adults in the home benefited more from parental 
behaviors than those who already had a high ratio of adults to children. After parenting 
behaviors were added to the model, the adult-child ratio was no longer the strongest predictor 
of GPA for adolescents in dual-parent homes (P= 
-.044, p <001). Instead, parent education 
became the strongest predictor of GPA (P= .176, p <001). Parents with higher levels of 
education are able to have a more positive influence on their adolescents' GPAs when they 
become involved and set high expectations for their children, while at the same time granting 
them more autonomy. It is likely that parents with high levels of education are able to be 
involved more effectively in their children's education. 
Similar to the effect observed among single-parent families, adolescents with high levels 
of depression benefited more from positive parenting behaviors than those who did not suffer 
from depression (P= -.164, p <001). Adolescents with low self esteem also benefited more 
from positive parenting than those who had high self esteem (P= .052, p <001). The effects 
of gender on GPA were also buffered. Males' grades benefited more from parental 
involvement, expectations and granted autonomy than females' grades (P= .152, p <001). In 
contrast to single-parent families, older adolescents living in dual-parent homes (P= -.062, p 
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<001) seemed to benefit less from granted autonomy, parental involvement, and high 
parental expectations when compared to younger adolescents. 
Ethnicity and immigrant generation continue to have a strong effect on GPA. Similar to 
African Americans living in single-parent families, African Americans in dual-parent 
families also did not benefit positively from increased autonomy, parental involvement or 
high parent expectations (change in |3= .001). Positive benefits were observed, however, for 
Latino/as in dual-parent (change in (3= .002) in contrast to those living in single-parent homes 
(change in P= -.003). Lastly, the positive effects of immigrant generation and Asian identity 
on GPA became nonsignificant once parenting behaviors were added to the model. This 
indicates that the positive effects of identifying as Asian and of first generation immigrant 
status on GPA are most likely due to positive parenting behaviors by Asian and first 
generation immigrant parents. 
Lastly, when the moderating interactions are added to the model for dual-parent homes, 
several significant interactions are observed and the strength of the model increases 
(R2=.207). The strongest beta observed in the full model is for the interaction between 
adolescent age and autonomy (P= .246, p <01), indicating that, among adolescents, in dual-
parent homes, for each unit increase in age, the positive influence of autonomy on GPA 
increases by 0.246. Surprisingly, the main effect of autonomy not only loses significance but 
also becomes negative (P= -.199, p <05). Other, less significant, interactions observed were 
the interaction between Latino/a identity and parental involvement (P= .030, p <05), the 
interaction between African American identity and parent expectations (P= -.024, p <05), 
and the interaction between second generation immigrant status and parent expectations (P= -
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.025, p <05). These interactions indicate that for Latino/as in dual-parent homes, the effect 
of parental involvement on GPA is enhanced by 0.030 while the effects of high parent 
expectations is lowered for both African Americans (as it is for single-parent African 
Americans as well) and second generation immigrants living in dual-parent homes. Other 
important changes to note are the increase in significance of first generation immigrant status 
(P= .024, p <05) and the decrease in significance for both parental involvement and parent 
expectations. These changes indicate that the main effects observed in step 3 of the model 
for parental involvement and parent expectations were heavily dependent on ethnicity and 
immigrant generation. 
Regression Models for Male and Female Samples 
When the model was analyzed for only males (n=7629) many of the significant 
influences on GPA mirrored the effects observed for the complete sample (Table 6.5). As 
seen for the entire sample, all of the control variables, with the exception of the adult-to-child 
ratio for single-parent families, had strong significant effects on males' GPAs. Parent 
education, self-esteem and mental disability all have a positive significant influence on 
adolescent males' grades. The adult-to-child ratio, depression and learning disability, 
however, all have a significantly negative relationship to adolescent male academic 
performance. 
When the independent variables are added to the model for the males, fewer significant 
effects are observed as compared to the complete sample. Unlike single-parent families, 
when both males and females are included in the sample, the GPAs of males living in single-
parent homes are not significantly affected by age or immigrant generation status. Males 
Table 6.5 
Standardized Regression Coefficients for the Effects of the Model on Males' GPAs for Single-Parent (11=3026) and Dual-
Parent Homes fa=4603) 
Step 1 Step 2 Step 3 Step 4 
Control Variables + Independent Variables + Mediating Variables + Addition of Interactions 
Single-Parent Dual-Parent Single-Parent Dual-Parent siimlc-Parriii Dual-Parent Single-Parent Dual-Parent 
P P P P P P P P 
Intercept (B) 2.6%*** 2.814*** 2.979*** 3.178*** 2.740*** 2698*** 1.797** 3.302*** 
Control Variables 
Adult to Child Ratio 0.002 -0.053*** 0.000 -0.047*** 0@0000g  ^ -0 052*** 0.000 -0.054*** 
Parent Education 0.124*** U.22I*** 0.144*** 0.211*** 0 100*** 0 INI*** 0.099*** 0.180*** 
Disability: Mental 0.081*** 0.075*** 0.084*** 0.075*** n088**" 0.084*** 0.089*** 0.084*** 
Disability: Learning -0.175*** -0.164*** -0.181*** -0.166*** -0.175**" -0.154*** -0.174*** -0.154*** 
Adolescent Depression -0.105*** -0.158*** -0.095*** -0.146*** -0 092*** -0 135*** -0.092*** -0.134*** 
Adolescent Self-Esteem 0090*** 0.06.Î*** 0.104*** 0.069*** 0.093*** -0.054*** 0.090*** 0.055*** 
Independent Variables 
Age 0000SM00 000^^0 -0.030 -0.047*** -0.030 -0.048** -0.029 -0.046** 
Race: African American 000000000 000^1^  ^ -0.068*** -0.107*** -0.(i71**+ -0.110*** -0.065*** 0.107*** 
Race: Asian *00^00^Rs»%0l 00000^0 0.031 0.013 0  O i l  0.027 -0.006 
Ethnicity: Latino/a 10000^^1 -0.063** -0.063*** -0.066*** -0 064*** -0.068*** -0.066*** 
Immigrant Generation: 1st 0.036 0.036* 0.034 0.026 0.039 0.029 
Immigrant Generation: 2nd @0008000 0.024 0.029 0.021 0.022 0.022 0.027 
Intervening Variables 
Adolescent Autonomy 0000gR!0W0 0MK0i0 Al 00000900 0.043*+ -0.050 -0.179 
Parental Involvement 00^^^0k 0.050** 0.063*** -0.204 -0.043 
Parental Expectations @00fgW000 ^ ^^0001 0.058*** 0.129*** 0.339* -0.033 
Interactions 
Afr. Am. * Involvement M06M00 M0W00I -0.030 -0.023 
Latino * Involvement 0.007 0.040* 
Afr. Am. * Expectations (009II000Ê0R ^ ^90NK 0000R^^B#%% -0.043* -0.020 
Latino/a * Expectations -0.020 -0.004 
R-squared 0.089 0.138 0.099 0.155 0.106 0.176 0.112 0.182 
Adjusted R-squared 0.088 0.137 0.096 0.152 0.101 0.173 0.103 0.175 
Change in R-squared — 
— 
0.010 0.017 0.007 0.021 0.006 0.006 
*p<05 **p<.01 ***p<001 
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living in dual-parent homes do experience the negative effects of age on GPA (P= -.047, p 
<001) and, although significant, status as a first generation immigrant has a weak but 
positive influence on adolescent performance (P= .036, p <05). The explanatory power of 
the model does not change much when the independent variables are added (change in 
R2=.010 for single-parent homes and .017 for dual-parent homes). 
Similar to the complete sample, however, are the negative effects of ethnic minority 
identity on male academic performance. As observed for the entire sample, the negative 
effect of identifying as African Americans ((3= -.107, p <001) and Latino/as (P= -.063, p 
<001) on GPA is greater for adolescents males living in dual-parent homes. 
When the intervening variables are added to the model for males the same variables 
remain significant within each family group, although increasing or decreasing in power. As 
observed for the entire sample, parental involvement (P= .050, p <01) and parental academic 
expectations (P= .058, p <001) both exhibited significant mediating effects on adolescent 
males' GPA in single-parent families. In addition to these two variables, adolescent 
autonomy also exhibited a significant positive effect on male academic performance among 
dual-parent families (p= .043, p <01). It is important to note that, as in the complete sample, 
the mediating variables had a much stronger positive effect within dual-parent families as 
compared to single-parent homes and the model has more explanatory power for dual-parent 
families (R2=.176 compared to R2=.106 for single-parent families). 
With the addition of the mediating variables into the linear equation, the explanatory 
powers of several variables weaken for males in both single- and dual-parent families. 
Parent education, learning disabilities, depression, self-esteem, age, and immigrant 
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generation all decrease in strength. When accounting for parental involvement and 
expectations, parent education no longer is such a strong predictor of adolescent male GPA 
(P= .100, p <001 for single-parents and (3= .181, p <.001 for dual-parents). Similar to the 
effects seen for the entire sample, adolescents with high levels of depression or with learning 
disabilities seem to benefit more academically from positive parental behaviors than those 
without these complications. In addition, adolescents with mental disabilities also benefit 
more from the mediating variables than adolescent identified as not having such a disability. 
In contrast to the complete sample, older adolescent males, appear to benefit more from 
parental involvement, autonomy, and parental expectations than their younger counterparts, 
however, this finding is limited to adolescent living in dual-parent homes ((3= -.048, p <01). 
African American and Latino males reported lower grades than their White and Asian 
male peers and benefit less from positive mediating parental behaviors. When the mediating 
variables are introduced into the model, the negative effects of belonging to an underserved 
ethnic minority group only increase in strength, indicating that fewer African Americans and 
Latinos are even exposed to the positive influences of the mediating parenting behaviors 
observed for Whites. Conversely, the mediating effects of parenting weaken the influence of 
immigrant generation status on adolescent grades (change in (3= -.010 for 1st generation 
immigrants in dual-parent homes). 
Only two significant interactions are observed when the moderating interactions are 
added to the models for single- and dual-parent males. For males living in single-parent 
homes, the interactions between African American identity and parent expectations was once 
again significant (|3= -.043, p <05) indicating that, for African American males living in 
single-parent homes, the influence of parent expectations on GPA is 0.043 less than for non-
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African American males. In addition, although the influence of parent expectation increased 
(P=.339, p <05) its significance decreased with the addition of the interactions to the model. 
For males living in dual-parent homes, the significant interaction observed was between 
Latino/a identity and parental involvement (P= .040, p <05). As discussed for the complete 
sample, this interaction indicates that the influence of parental involvement on GPA is 
enhanced by 0.040 for Latino males compared to non-Latino males. This interaction was not 
observed for females (discussed later); therefore it can be assumed that the significance of the 
Latino/a* Expectations interaction observed for the entire sample is mostly due to the effect 
of parental expectations on Latino males in dual-parent homes. With the addition of the 
interactions to the model for males in dual-parent homes, all three intervening variables lost 
significance, indicating that their influence on GPA is mostly ethnic group specific. 
Although exhibiting many of the same influences and relationships among the variables as in 
the full sample, the model is much weaker when only males are analyzed (R2=0.182 for 
males living in dual-parent homes) because there is no way to account for the variance 
attributed to gender. 
A parallel analysis was completed for all of the females in the sample (n=7700, Table 
6.6). As observed for the entire sample, as well as the sample of males, the model is much 
stronger for dual-parent families (R2=0.204 for females living in dual-parent homes 
compared to R2=0.137 for females living in single-parent homes). In addition, the model is 
considerably stronger for both single- and dual-parent homes for females as compared to 
males. As in the other two analyses, the adult-to-child ratio for single-parent families is the 
only control variable that fails to be significant. Interestingly, mental disability is less 
significant for females in both single- (P= .039, p <05) and dual-parents families (P= .037, p 
Table 6.6 
Standardized Regression Coefficients for the Effects of the Model on Females' GPAs for Single-Parent (n=3220) and Dual-
Parent Homes (n=4480) 
Slcp 1 
Control Variables 
Dual-Parr nt 
Step 2 
+ Independent Variables 
Slcp 3 
Mediating Variables 
Dual-Parent Single-Parent 
P" 
2.877*** 
-(1013 
0.167*** 
(i 045** 
-0 .128***  
-0.135*** 
(1.088*** 
-0.026 
-0.09S*** 
-0.013 
-0.070*** 
0.054** 
0.H07 
0.007 
0.024 
0.078*** 
Step 4 
+ Addition of Interactions 
Single-Parent 
Intercept (B) 
Control Variables 
Adult to Child Ratio 
Parent Education 
Disability: Mental 
Disability: Learning 
Adolescent Depression 
Adolescent Self-Esteem 
Independent Variables 
Age 
Race: African American 
Race: Asian 
Ethnicity: Latino/a 
Immigrant Generation: 1st 
Immigrant Generation: 2nd 
Intervening Variables 
Adolescent Autonomy 
Parental Involvement 
Parental Expectations 
Interactions 
Age * Autonomy 
1st Gen. * Involvement 
2nd Gen. * Involvement 
Afr. Am. * Expectations 
Latino/a * Expectations 
1st Gen. * Expectations 
2nd Gen. * Expectations 
R-squared 
Adjusted R-squared 
Niiiuli'-Parvnl 
P 
2.815*** 
-0.002 
0.189*** 
0.039* 
-0.130*** 
-0.159*** 
0.073*** 
Single-Parent Dual-Parent Dual-Parent 
0.114 
0.112 
P 
3.061*** 
-0 045*** 
0.221*"* 
0.037+* 
-0.168*** 
-0.215*** 
0 053** 
0.166 
0.165 
P 
3.144*** 
-0.010 
0.179*** 
0.044** 
-0.132*** 
-0.144*** 
0.090*** 
-0.034** 
-0.092*** 
-0.012 
-0.074*** 
0.057** 
0.010 
0.126 
0.123 
0.186 
0.184 
P 
3.529*** 
-0.035* 
0.202*** 
0.040** 
-0.172*** 
-0.199*** 
0.065*** 
-0.062*** 
-0.097*** 
0.033* 
-0.085*** 
0.023 
0.010 
TO= 
0.129 
3.217*** 
-0.039** 
0 178*** 
0.047*** 
-0.165*** 
-0 194*** 
0.049*» 
-0 077*** 
-0.095*** 
0 031 
-0 081*** 
0.017 
0.005 
0.046** 
0.058** » 
0 002*** 
U1ÔT 
0.197 
P 
3.034*** 
-0.012 
0.166*** 
0.046** 
-0.129*** 
-0.134*** 
0.088*** 
-0.026 
-0.096*** 
-0.013 
-0.081*** 
0.050** 
0.011 
-0.218 
-0.041 
0.021 
0.225 
0.039* 
-0.011 
-0.011 
0.020 
-0.004 
-0.040* 
0.137 
0.129 
3.643*** 
-0.038** 
0.176*** 
0.048*** 
-0.165*** 
-0.193*** 
0.047** 
-0.078*** 
-0.093*** 
0.035* 
-0.075*** 
0.022 
0.004 
-0.248* 
-0.049 
0.119 
0.306* 
-0.004 
-0.001 
-0.032* 
-0.005 
-0.028 
-0.020 
0.204 
0.198 
Change in R-squared 0.012 0.020 0.007 0.014 0.004 0.004 
*p<05 **p<01 *p<001 
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<01) as compared the strength of this variable for males and the complete sample. Self-
esteem for females in dual-parent homes also has less explanatory power ((3= .053, p <01) as 
compared to the same variable in the analysis for males and the entire sample. For females, 
the two strongest control variables are parent education ((3= .189, p <001 for single-parent 
families and (3= .221, p <001 for dual-parent families) and depression (|3= -.159, p <.001 for 
single-parent families and |3= -.215, p <001 for dual-parent families) while the two strongest 
for males are parent education and learning disability. 
When the independent variables are added to the model, the explanatory power of the 
adult-to-child ratio, parent education, and depression all decrease, whereas mental and 
learning disabilities and self-esteem increase. In single-parent homes, Asian identity and 
second immigrant generation status remain insignificant as observed in the complete sample 
and among males. In contrast, for females in dual-parent homes, both first and second 
immigrant generation status are insignificant, whereas Asian is weakly significant ((3= .033, p 
<05). Age, African American identity and Latino/a identity all have negatively significant 
effects. 
With the addition of mediating parenting behaviors to the model, parent education and 
depression remain the strongest predictors in the model for both single- and dual-parent 
families; however their strength is less than before the mediating variables were introduced. 
For females in single-parent homes, parental expectations ((3= .078, p <001) is the only 
mediating variable with a significant effect on GPA. For females in dual-parent homes, 
however, all three mediating variables exhibit significant positive effects on adolescent 
grades (adolescent autonomy, p= .046, p <01; parental involvement, (3= .058, p <.001; and 
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parental expectations, p= .092, p <001). Similar to the directional effects observed for males 
and the entire sample, the introduction of mediating parenting behaviors to the model 
weakens the explanatory power of parent education, learning disabilities, depression, self 
esteem, Asian identity and immigrant generation status. In addition, a higher adult-to-child 
ratio for females in dual-parent homes resulted in lower grades (P= -.039, p <01) while 
higher levels of mental disability (P= .047, p <001) resulted in higher grades when parenting 
behaviors are accounted for. 
Unique to the female sample are the observed changes in the variables for age, African 
Americans and Latino/as. Age is significant for both types of families before the 
introduction of the mediating variables to the model. After parenting behaviors are added to 
the equation, the variable, age, for single-parent females is no longer significant, but in dual-
parent females the effect increases in strength (change in p= .015). This finding indicates 
that, unlike males, younger females benefit more from mediating parenting behaviors than 
older female adolescents. African American females in single parent homes (P= -.098, p 
<001), like their male counterparts, do not benefit positively from mediating parenting 
behaviors the way White adolescents do. African American females in dual-parent homes, 
however, do exhibit a positive change in GPA when the mediating variables are introduced 
(change in p= -.002). Latinas in single- and dual- parent homes mirror the effect seen among 
African American females, where parenting behaviors only create a positive change in GPA 
for those living in dual-parent homes (change in p= -.004). 
The female sample also had several significant moderating interactions, as observed in 
step 4 of the regression. For dual-parent females, both age and autonomy (P= .306, p <05), 
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as well as African American identity and parent expectations (P= -.032, p <05) produced 
significant interaction effects. The positive interaction between age and autonomy was not 
significant for males; therefore it can be assumed that the significance of this interaction 
observed for the entire sample (see Table 6.4) was mostly due to the effect observed for dual-
parent females. Within single-parent families, the interaction between second generation 
immigrant status and parent expectations (P= -.040, p <05) also was significant, indicating 
that, for second generation immigrant adolescent females living in single parent homes, the 
influence of parent expectations on GPA is lessened by 0.040. Also, unique to females, and 
specifically to those living in single-parent homes, is the significant interaction between first 
generation immigrant status and parental involvement (P= .039, p <05). For first generation 
immigrant females living in single-parent homes, the influence of parent expectations on 
GPA is enhanced by 0.039 compared to single-parent females of later immigrant generations. 
With the addition of the moderating interactions the strength of the model increase by 0.004 
for females living in both single- (R2= .137) and dual-parent homes (R2= .204). 
Regression Model for Latino/as 
Of primary interest in this study are Latino/as and the gender differences observed within 
this ethnic group. Therefore Latino/as and their corresponding regression analyses will be 
discussed more extensively than the other ethnic groups. African Americans, Asians and 
Whites will be discussed more briefly to highlight the greatest observed differences and to 
draw comparisons to Latino/as. As seen in the previous analyses, the model is stronger for 
Latino/as (n=1592) living in dual parent homes (R2= .130) when compared to those living in 
single-parent homes (R2= .105) although not as strong as the model for the entire sample 
Table 6.7 
Standardized Regression Coefficients for the Effects of the Model on Latino/as' GPAs for Single-Parent (n=696) and Dual-
Parent Homes (n=895) 
Step 1 Step 2 Step 3 Step 4 
Control Variables + Independent Variables + Mediating Variables + Addition of Interactions 
Siiiiilv-I'arenl Dual-Parcnl Single-Parent Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-Parent 
P 1» P P P P P P 
Constant (B) 2.668*** 2.9X2*** 2.896*** 3.149*** 2.691*** 2.670*** 3.785*** 3.209*** 
Control Variables 
Adult to Child Ratio 0.021 -0.082*** 0.025 -0.076** 0.026 -0.076** 0.023 -0.075** 
Parent Education 0.073* 0.110*** 0.080** 0.105*** 0.072* 0.085*** 0.072* 0.083** 
disability: Mental 0.060* 0.076** 0.058* 0.072** 0.062* 0.087*** 0.066* 0.087*** 
Disability: Learning -0.157*** -0.115*** -0.133*** -0.099*** -0.129*** -0.098*** -0.129*** -0.096*** 
Adolescent Depression -0.134*** -0.126*** -0.160*** -0.133*** -0.157*** -0.125*** -0.156*** -0.128*** 
Adolescent Self-Esteem 0.096*** 0.049 0.103*** 0.042 0.079** 0.043 0.082** 
Independent Variables 
Gender: Female 0.158*** 0.128*** 0.153*** 0.122*** 0.155*** 0.124*** 
Age -0.052 -0.035 -0.0-19 -0.037 -0.041 -0.032 
Immigrant Generation: 1st 0.080* 0.020 0.073* 0.010 0.067* 0.011 
Immigrant Generation: 2nd WWNNWWM# 0.048 0.010 0.043 0.006 0.041 0.006 
Intervening Variables 
Adolescent Autonomy 0.005 0.054* -0.497 -0.254 
Parental Involvement NKKKlsWN# 0.030 0.139*** 0.190 -0.400 
Parental Expectations 0.057* 0.078** -0.134 -0.216 
Interactions 
1st Gen. * Autonomy 00000 0.036 -0.010 
2nd Gen. * Autonomy -0.009 0.047 
Age * Expectations 0000% 0.228 0.329 
1st Gen. * Expectations -0.063 -0.014 
2nd Gen. * Expectations — — —» — -0.072* -0.019 
R-squared 0.060 0.077 0.090 0.095 0.094 0.123 0.105 0.130 
Adjusted R-squared 0.055 0.073 0.082 0.089 0.084 0.116 0.085 0.115 
Change in R-squared — 0.030 0.018 0.004 0.028 0.011 0.007 
*p<.05 **p<01 ***p<.001 
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(Table 6.7). The adult-to-child ratio continues to be insignificant for single-parent families, 
but, unlike the effects observed earlier, self-esteem is also not significant for single-parent 
Latino/as whereas parent education (|3=.073, p <05) and mental disability ((3= .060, p <05) 
are much weaker predictors for single-parent Latino/as as well. All of the control variables 
are significant for dual-parent Latino/as. 
Within the control variables, learning disability and depression are the two strongest 
predictors of adolescent GPA regardless of family type. When the independent variables are 
added to the model, however, depression and gender become the two strongest explanatory 
variables, indicating that most of the variance in Latino GPA attributed to learning 
disabilities can actually be accounted for by gender because Latino males are more likely to 
be identified with a learning disability. With the introduction of the independent variables, 
depression increases its strength for both single-parent (change in P= .026) and dual-parent 
Latino/as (change in (3= .007) indicating that more low grades of Latino/as can now be 
explained by depression. Unlike the other analyses, the importance of parent education 
increases when gender is introduced to the equation, meaning that Latinas benefit more from 
higher levels of parent education than males. Gender is actually the only independent 
variable that has a strong effect for Latino/a GPA across family type (P= .158, p <001 for 
single-parent families and (3= .128, p <.001 for dual-parent families). First generation 
immigration status does have a weakly significant effect on adolescent performance among 
Latino/as in single parent homes (p= .080, p <05). 
When the mediating variables of parenting behaviors are introduced to the model, parent 
education continues to decrease in strength along with the adult-to-child ratio, learning 
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disabilities, depression and self-esteem. All of the control variables, however, remain highly 
significant for dual-parent Latino/a families. Gender also decreases in importance, indicating 
that Latino males would benefit more than females from positive parental involvement and 
that perhaps some of the variance previously accounted for by gender can now be accounted 
for by parenting behaviors. The parenting behaviors that are significant are parental 
expectations (although weak for single-parent Latino/as) for both family types with the 
addition of parental involvement and adolescent granted autonomy for only dual-parent 
Latinos. First generation immigrant status continues to be significant for single-parent 
Latino/as (p= .073, p <05); however, its effects have weakened. Parent education and 
mental disability (P= .072, p <.05 and P= .062, p <.05 respectively) continue to have weak 
explanatory power for the academic performance of single-parent Latino/as. 
Finally, when the moderating interactions are included in the model, only one interaction 
is significant, the interaction between second generation immigrant status and parent 
expectations (P= -.072, p <05) for Latino/as living in single-parent families (R2= 0.105). 
The significance of this interaction indicates that the negative influence of parent 
expectations (p= -.134) for single-parent Latino/as is even more negative for adolescent who 
are second generation immigrants. In addition, for single-parent families, the influence of 
mental disability and gender increase (change in p= .004 and .002 respectively) while the 
influence of first generation immigrant status decreases (change in P= -.006). No 
interactions were significant for dual-parent Latino/a families, although, the intervening 
parenting behaviors lost all significance and the strength of the model increased (R2= 0.130). 
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Regression models for Latino/a males and females. 
Latino males (n=797, Table 6.8) experience the variables of interest much differently 
than the complete sample and in comparison to males as a whole. Although the model is 
weaker for Latino males (R2= 0.067 for single-parents and 0.141 for dual-parents) when 
compared to the models for the complete sample and by gender, it is still relatively strong 
and some interesting patterns are observed. 
In contrast to the complete sample, very few variables tested in the model have 
significant influences on Latino school grades. Among Latino males living in single-parent 
homes, the only significant control variables are learning disability (p= -.156, p <001) and 
depression (P= -.113, p <05). Identification of a learning disability and higher levels of 
depression both contribute to low grades for Latino students. Among dual-parent families 
the two strongest predictors of GPA are parent education (P= .116, p <001) and self-esteem 
(p= .156, p <001). The adult-to-child ratio, mental disability and depression are also 
significant control variables but only at p <.05. 
When independent variables, age and immigrant generation are added to the model there 
is little change in the explanatory power of the control variables. Neither age nor immigrant 
generation have a significant effect on GPA for Latino males, regardless of family type. All 
significant control variables continue to maintain significance and at relatively the same 
levels. The largest change in the second model can be seen in parent education for dual-
parent Latinos with a change in p of 0.016. When age and immigrant generation are 
accounted for, high levels of parent education are better predictors of adolescent male GPA 
for Latinos living in dual-parents homes. All significant control variables continue to 
maintain significance at relatively the same levels. 
Table 6.8 
Standardized Regression Coefficients for the Effects of the Model on Latino Males' GPAs for Single-Parent (n=347) and Dual-
Parent Homes (n=45(T) 
Step 1 
Control Variables 
Step 2 
+ Independent Variables 
Step 3 
+ Mediating Variables 
Step 4 
+ Addition of Interactions 
Single-Parent Dual-Parent Single-Parent Dual-Parent 
Constant (B) 
Control Variables 
Adult to Child Ratio 
Parent Education 
Disability : Mental 
Disability: Learning 
Adolescent Depression 
Adolescent Self-Esteem 
Independent Variables 
Age 
Immigrant Generation: 1st 
Immigrant Generation: 2nd 
Intervening Variables 
Adolescent Autonomy 
Parental Involvement 
Parental Expectations 
Interactions 
1st Gen. * Autonomy 
2nd Gen. * Autonomy 
Age * Expectations 
R-squared 
Adjusted R-squared 
2.5%*** 
0.016 
0.001 
0.057 
-0.156*** 
-0.113* 
0.008 
0.042 
0.032 
-0.071* 
0.116*** 
0.D75* 
-0.062 
-0.080* 
0.156*** 
0.074 
0.066 
P 
2.950*** 
0.020 
0.004 
0.057 
-0.156*** 
-0.109* 
0.008 
-0.056 
0.014 
0.029 
0.046 
0.030 
P 
3.162*** 
-0.070 
0.132*** 
0.073* 
-0.057 
-0.079* 
0.157*** 
-0.038 
0.042 
0.062 
0.078 
0.066 
Single-Parent 
T 
2.773*** 
0.021 
-0.007 
0.062 
-0.150*** 
-0.109* 
0.001 
-0.043 
0.004 
0.023 
-0.023 
0.050 
0.038 
Dual-Pamil Single-Parent Dual-Parent 
0.050 
0.030 
2.596*** 
-0.069 
0.107** 
0.098** 
-0.064 
-0.067 
0.134*** 
-0.026 
0.032 
0.059 
0.017 
0.167*** 
0.101*** 
0.118 
0.104 
P 
4.024** 
0.025 
-0.006 
0.069 
-0.155*** 
-0.111* 
0.005 
-0.027 
-0.007 
0.021 
-0.606 
0.712 
-0.325 
0.087 
-0.011 
0.416 
0.067 
0.032 
P 
3.315** 
-0.071* 
0.106** 
0.109** 
-0.060 
-0.074 
0.136*** 
-0.015 
0.023 
0.056 
-0.124 
0.495 
-0.645 
0.052 
0.169** 
0.733* 
0.141 
0.117 
Change in R-squared 0.004 0.004 0.004 0.040 0.017 0.023 
*p<05 **p<01 *p<001 
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When the mediating parenting behaviors are introduced to the model, greater changes are 
observed. No intervening variables were significant for single-parent families but parental 
involvement ((3= .167, p <001) and parental academic expectations ((3= .101, p <01) both 
have a significant influence on Latino GPA for adolescent males living in dual-parent 
families. Higher levels of parental involvement and expectations for Latino males reduce the 
importance of parent education, depression (no longer significant), and self-esteem to 
explaining Latino academic performance. The influence of mental disability, however, 
increases as it does for the other groups tested. 
It is important to note that for dual-parent Latino/as as a whole and, more specifically, for 
Latino males, parental involvement is the single strongest predictor of academic performance 
(P= .139, p <001 and P= .167, p <001 respectively). This finding is reinforced by the 
interaction between Latino/a identification and parental involvement observed for the entire 
sample (P= .030, p <05) and mirrored in the complete sample of males (P= .040, p <05; see 
Tables 6.4 and 6.5). Parental involvement is a stronger predictor of Latino/a academic 
performance, specifically males, than for any other ethnic group. 
Lastly, with the addition of the moderating interactions to the model, the strength of the 
model is enhanced (R2= 0.067 for single-parents and 0.141 for dual-parents) but only two 
interactions are significant, and only for Latinos living in dual-parent homes. Among single-
parent Latinos the influence of learning disability and depression increase (change in P= .005 
and .002 respectively). Conversely, for dual-parent Latinos the interactions between second 
generation immigrant status and autonomy (P= .169, p <01), as well as the interaction 
between age and parent expectations (P= .733, p <05) are significant. Thus, it can be 
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interpreted that, for Latinos living in dual-parent families, the negative influence of 
autonomy ((3= -.124) on GPA is weakened by 0.169 for second generation immigrants and 
the negative influence of parent expectations ((3= -.645) is also weakened by 0.733 with each 
unit of increase in the Latino male's age. In addition, with the introduction of these 
interactions to the linear equation for dual-parent Latinos, the adult-to-child ratio, mental 
disability and self-esteem all increase in strength (change in (3= .002, .001, and .011 
respectively) while parent education slightly weakens (change in (3- -.001) and parental 
involvement and parent expectations lose significance. 
The model for Latinas (n-794) is also very different from the model for Latino males 
(Table 6.9). The model has stronger explanatory power for Latina GPAs than compared to 
Latinos. In contrast to all of the previous analyses, the model is actually stronger for Latinas 
living in single-parent families (R2=0.150) compared to Latinas who live in dual-parent 
families (R2=0.133). 
As observed for females as a whole, the two strongest control variables of GPA for 
Latinas in single-parent homes are parent education (|3= .138, p <001) and depression (|3= -
.188, p <001). Also significant for single-parent Latinas are learning disabilities and self-
esteem. A slightly different pattern is observed for Latinas living in dual-parent families. 
Among two- parent families, the two strongest control variables are depression ((3= -.197, p 
<001) and learning disability ((3= -.153, p <001) as observed for Latino/as as a whole. 
Other significant control variables for Latina females in dual-parent families, in order of 
decreasing strength, are the adult-to-child ratio, parent education and mental disability. 
Table 6.9 
Standardized Regression Coefficients for the Effects of the Model on Latina Females' GPAs for Single-Parent (n=349) and 
Dual-Parent Homes (n-445) 
Step 1 Step 2 Step 3 Step 4 
Control Variables + Independent Variables ! Mcdiiiliii" Variables + Addition of Interactions 
Single-Parent Dual-Parent Single-Parent Dual-Parent Siniilv-Pareiit Dual-Parent Single-Parent Dual-Parent 
(1 P P P P P P P 
Constant (B) 2.860*** 3.097*** 3.061*** 3.375*** 2.737*** 2.981*** 3.690* 2.499 
Control Variables 
Adult to Child Ratio 0.040 -0.093** 0.034 -0.089* 0.029 -0.088* 0.023 -0.091* 
Parent Education 0.138*** 0.085* 0.157*** 0.075* 0.154*** 0.059 0.156*** 0.065 
Disability: Mental 0.050 0.078* 0.057 0.076* 0.066 0.085* 0.067 0.090* 
Disability: Learning -0.112** -0.153*** -0.109** -0.154*** -0.103** -0.145*** -0.114** -0.147*** 
Adolescent Depression -0.188*** -0.197*** -0.184*** -0.192*** -0.180*** -0.185*** -0.173*** -0.184*** 
Adolescent Self-Esteem 0.099* 0.056 0.096* 0.054 0.092* 0.034 0.092 0.026 
Independent Variables 
Age -0.048 -0.038 -0.053 -0.052 -0.045 -0.048 
Immigrant Generation: 1st IÊÊÊ90R9WNMI 0.134** 0.008 0.129** 0.003 0.123** 0.017 
Immigrant Generation: 2nd 0.063 -0.033 0.061 -0.036 0.054 -0.037 
Intervening Variables 
Adolescent Autonomy 0.043 0.093* -0.406 -0.043 
Parental Involvement i|§|i|j|§||j 0.017 0.109** -0.348 0.263 
Parental Expectations 0.088* 0.057 0.029 0.203 
Interactions 
1 st Gen. * Expectations wswm -0.089 -0.085 
2nd Gen. * Expectations 
— 
... ... ... 
-0.116* -0.028 
R-squared 0.112 0.100 0.126 0.103 0.135 0.126 0.150 0.133 
Adjusted R-squared 0.103 0.093 0.113 0.092 0.117 0.111 0.118 0.108 
Change in R-squared —- — 0.014 0.003 0.009 ii."2 î 0.015 0.007 
*p<05 **p<01 ***p<.001 
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The addition of the independent variables age and immigrant generation creates some 
change in the relative explanatory power of each variable regardless of family type. Parent 
education becomes more important in explaining GPA for single-parent Latinas (change in 
(3= .019) but less significant for Latinas in dual-parent homes (change in (3= .010). The 
influence of depression also decreased regardless of family type. For dual-parent Latinas, 
learning disability is still the second strongest variable in explaining Latina GPA ((3= -.154, p 
<001). Meanwhile, the influence of the adult-to-child ratio (change in |3= -.004) and mental 
disability (change in (3= -.002) have also decreased in strength. In addition, the only 
significant independent variable is first generation immigrant status for Latinas living in 
single-parent homes ((3= .134, p <01). 
The mediating parenting behaviors differ greatly in their importance based on family type 
for Latinas. For Latinas living in single-parent homes, parent expectations, although fairly 
weak, is the only significant variable ((3= .088, p <05) in explaining the variance in 
adolescent GPA for Latinas. Among dual-parent families, on the other hand, adolescent 
autonomy ((3= .093, p <05) and parental involvement ((3= .109, p <01) have a significant 
influence on adolescent GPA while parental expectations have no significant effect. Among 
single-parent families, high parent expectations decrease the explanatory power of first 
immigrant generation status in the model (change in (3= -.005) and does the same for parent 
education, learning disability, depression and self-esteem. Within dual-parent families, the 
addition of adolescent autonomy and parental involvement decreased the influence of every 
significant variable in the model (adult-to-child ratio, parent education (lost all significance), 
learning disability, depression, and self-esteem) with the exception of mental disability. 
124 
Therefore, in dual-parent homes, Latinas with a mental or learning disability benefit more 
from parental involvement and granted autonomy than Latinas without such a disability. In 
addition, Latinas suffering from depression or low self-esteem also benefit more from 
mediating parenting behaviors than do Latinas with positive mental health. 
When the moderating interactions are added to the model, the strength of several of the 
variables change and the strength of the model increases (change in R2=0.015 for single-
parent and .007 for dual-parent homes), however, only one interaction is significant for 
single-parent Latinas, and no interactions are significant for dual-parent Latinas. The 
significant moderating interaction for Latinas living in single-parent homes is the interaction 
between second generation immigrant status and parent expectations ((3= -.116, p <05). This 
interaction was not significant for Latino males (see Table 6.8), indicating that the interaction 
observed for single-parent Latino/as as a whole (see Table 6.7) was really a reflection of the 
second generation * expectations interaction for Latina females. With the addition of this 
significant interaction to the equation, the strength of parent expectations for single-parent 
Latinas greatly decreases (change in p= -.059). The strength of depression and first 
generation immigrant status also decrease for single-parent Latina females while the strength 
of parent education and learning disability increase. Among dual-parent Latinas, the strength 
of depression also weakens while the strength of the adult-to-child ratio, mental disability 
and learning disability increase. 
Regression Models for African Americans 
The model can better explain GPA for African Americans (Table 6.10) in dual-parent 
homes (R2=0.167) and has less explanatory power for single-parent African Americans 
Table 6.10 
Standardized Regression Coefficients for the Effects of the Model on African Americans' GPAs for Single-Parent (n=l 196) 
and Dual-Parent Homes (n=662) 
Step 1 Step 2 Step 3 Step 4 
Control Variables + Independent Variables + Mediating Variables + Addition of Interactions 
Siiiiilc-l'arviit Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-Parent 
n P P P P P P P 
Constant (B) 2.715*** 2.745*** 2.828*** 3.177*** 2.694*** 3.076*** 3.554*** 4.764*** 
Control Variables 
Adult to Child Ratio -0.003 -0.030 0.010 -0.023 0.009 -0.025 0.006 -0.024 
Parent Education 0.080*** 0.139*** 0.087*** 0.130*** 0.081*** 0.126*** 0.082*** 0.119*** 
Disability: Mental 0.108*** 0.067* 0.106*** 0.058* 0.110*** 0.06O* 0.116*** 0.057* 
Disability: Learning -0.119*** -0.127*** -0.095*** -0.096*** -0.091*** -0.092*** -0.092*** -0.091** 
Adolescent Depression -0.076** -0.196*** -0.087*** -0.214*** -0.083*** -0.211*** -0.080*** -0.208*** 
Adolescent Self-Esteem 0.046*** 0.024 0.085*** 0.038 0.083*** 0.036 0.085*** 0.037 
Independent Variables 
Gender: Female 0.174*** 0.227*** 0.173*** 0.225*** 0.174*** 0.224*** 
Age 00^000000^ -0.039 -0.093*** -0.042 -0.098*** -0.038 -0.092** 
Immigrant Generation: 1st 0.045* 0.073** 0.043* 0.071* 0.042 0.076* 
Immigrant Generation: 2nd -0.016 0.007 -0.018 0.005 -0.013 -0.005 
Intervening Variables 
Adolescent Autonomy IÊ0000 0.021 0.021 -0.260 -0.494* 
Parental Involvement 00000%$ 0.001 0.210 -0.128 
Parental Expectations 0.046* 0.035 -0.284 -0.264 
Interactions 
Age * Autonomy 0.285 0.522* 
1st Gen. * Expectations 0.004 -0.020 
2nd Gen. * Expectations — — — 0.025 0.036 
R-squared 0.047 0.094 0.080 0.155 0.083 0.157 0.089 0.167 
Adjusted R-squared 0.044 0.089 0.076 0.148 0.077 0.147 0.078 0.148 
Change in R-squared 
— 
0.033 0.061 0.003 0.002 0.006 0.010 
*p<05 **p<01 ***p<001 
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(R2=0.089) than for Latino/as. The strongest predictors within the control variables for 
single-parent African Americans are mental and learning disabilities (|3= .108, p <.001 and 
P= -.119, p < .001 respectively). Parent education (P= .139, p <001) and depression (P= -
.196, p < .001) are the strongest predictors of African American GPA for adolescents in dual-
parent homes. Parent education, depression and self-esteem are also significant predictors 
for single-parent African Americans. Mental and learning are significant for dual-parent 
African Americans. 
When the independent variables are added to the equation, gender becomes the strongest 
predictor of African American GPA for both single- and dual-parent homes (P= .174, p <.001 
and P= .227, p <.001 respectively). Thus for African Americans, regardless of family type, 
gender accounts for most of the variance in GPA where females perform better than males. 
As found for Latino/as, first generation immigrant status also has a significant effect on GPA 
for both single- and dual-parent homes (P= .045, p <05 and p= .073, p <01 respectively). In 
addition, age had a significantly negative effect on GPA for African American adolescents in 
dual-parent homes (P= -.093, p < .001). The significant control variables remained 
significant although the strength of mental and learning disabilities for single-parent families 
and parent education, and mental and learning disabilities for dual-parent families was 
weakened. 
Very little explanatory strength is added to the model for both single- (change in R2= 
0.003) and dual parent families (change in R2= 0.002) when the intervening parenting 
behaviors are included in the equation. Only parental academic expectations had a 
significant influence on adolescent GPA in single-parent homes (P= .046, p < .05). 
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Therefore, in single-parent homes, African American adolescents' GPAs benefit from 
increased parental expectations compared to non-African Americans. As seen for the other 
groups, the addition of the intervening variables to the model weakened the explanatory 
strength of parent education, learning disability, depression, self-esteem, gender, and 
immigrant generation regardless of family type. 
With the addition of moderating interactions to the model for African Americans, the 
interaction between age and autonomy ((3= .522, p < .05) for dual-parent African Americans 
is the only significant interaction observed. The significance of this interaction indicates 
that, for African Americans living in dual-parent families, the negative influence of 
autonomy is lessened by 0.522 with each unit increase in age and will actually become a 
positive influence on GPA for older adolescents. No interactions were significant for African 
American adolescents living in single-parent homes. 
When the analysis is completed for only African American males (n=858) fewer 
variables are significant predictors of adolescent GPA (Table 6.11). The strongest predictors 
for GPA for African American males in single-parent homes, even when the independent and 
intervening variables are included in the model, are mental disability and adolescent self-
esteem (p<001). Both variables have a positive effect on GPA. 
Within dual-parent homes, the best predictive control measures for GPA are depression 
(P= .229, p < .001) and parent education (|3= .099, p < .05). However, when the independent 
variables are included in the model, first generation immigrant status (P= .117, p < .001) 
replaces parent education as the second strongest predictor variable. No significant effects 
were found when parenting behaviors were added to the model. Therefore, parenting 
behaviors have no significant effect on GPA for African American males. 
Table 6.11 
Standardized Regression Coefficients for the Effects of the Model on African American Males' GPAs for Single-Parent 
(n=548) and Dual-ParentHomes (n=310) 
Step 1 Step 2 Step 3 Step 4 
Control Variables + Independent Variables + Mediating Variables + Addition of Interactions 
Siiiiile-l'arcnl Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-Parent 
It P P P P P P P 
Constant (B) 2.700*** 2.776*** 2.875*** 3.336*** 2.846*** 3.184*** 2.884** 5.284*** 
Control Variables 
Adult to Child Ratio -0.006 -0.043 -0.006 -0.031 -0.006 -0.030 -0.006 -0.028 
Parent Education W0000§^ 0.(199* 0.050 0.096* 0.048 0.089* 0.050 0.083 
Disability: Mental 0.122*** 0.065 0.113*** 0.053 0.114*** 0.052 0.110** 0.047 
Disability: Learning -0.087* -0.093* -0.084* -0.086* -0.081* -0.084* -0.081* -0.084* 
Adolescent Depression -0.037 -0.229*** -0.029 -0.222*** -0.028 -0.215*** -0.020 -0.218*** 
Adolescent Self-Esteem 0.118*** 0.054 0.122*** 0.055 0.120*** 0.051 0.122*** 0.066 
Independent Variables 
Age -0.031 -0.100* -0.107* -0.036 -0.102* 
Immigrant Generation: 1st 10010^000001 0.102** 0.117** 0.101** 0.111** 0.116** 0.160* 
Immigrant Generation: 2nd lIllBtfBBj -0.014 0.023 0000NMM 0.015 -0.014 -0.005 
Intervening Variables 
Adolescent Autonomy XN@ÊiK00È00 90^0000# 0.035 -0.101 -0.525 
Parental Involvement 0^^00000# 0000000 -0.036 -0.184 -0.191 
Parental Expectations 0MB0M00# 1^000000 0.065 -0.257 -0.474 
Interactions 
1st Gen. * Expectations -0.032 -0.064 
2nd Gen. * Expectations 
— 
... ... ... -0.066* 0.118** 
R-squared 0.038 0.100 0.049 0.120 0.0-19 0.126 0.057 0.150 
Adjusted R-squared 0.032 0.090 0.039 0.105 0.037 0.106 0.035 0.116 
Change in R-squared — — 0.011 0.020 0.000 0.006 0.008 0.024 
*p<05 **p<01 ***p<001 
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When the moderating interactions were added to the model, however, a significant 
interaction was observed between second generation immigrant status and parent 
expectations for both single- and dual-parent African American males (P= .066, p < .05 and 
P= .118, p < .01 respectively). Interestingly, parent expectations have a positive influence on 
GPA for second generation immigrant African American males contrary to the negative 
effects observed with the entire sample. Among single-parent African American males, the 
negative influence of parent expectations on GPA is 0.066 stronger for second generation 
immigrants than for other immigrant groups and 0.118 less negative for second generation 
immigrants compared to other immigrant groups in dual-parent families. 
Similar to dual-parent African American males, African American female GPA (n= 
1001) is highly dependent on parent education and adolescent depression regardless of family 
type and additional variables added to the model (Table 6.12). In addition, the variable, 
parent expectations, was the only significant intervening variable and it was only significant 
for African American females living in single-parent homes. High parent academic 
expectations (p= .076, p < .01) are significantly linked to higher grades for African American 
females in single-parent homes and reduce the explanatory power of parent education, 
depression, learning disabilities, and self-esteem in predicting GPA. In addition, no 
significant moderating interactions were observed for African American females in either 
single- or dual-parent homes. 
Regression Models for Asian Americans 
Although the complete model has greater explanatory power for the GPA of Asian 
Americans (n= 521; R2= 0.167 for single-parent families and R2= 0.141 for dual-parent 
Table 6.12 
Standardized Regression Coefficients for the Effects of the Model on African American Females' GPAs for Single-Parent 
fn=648) and Dual-Parent Homes (n=352) 
Step I Step 2 Step 3 Step 4 
Control Variables + Independent Variables I Mi'tlialin;» \ ariabk-s + Addition of Interactions 
Single-Parent Dual-Parent Single-Parent Dual-Parent Siii!>le-Pamii Dual-Parent Single-Parent Dual-Parent 
I' P P P P P P P 
Constant (B) 2.753*** 2.870*** 3.038*** 3.380*** 2.815*** 3.347*** 4.115*** 4.647*** 
Control Variables 
Adult to Child Ratio 0.024 -0.031 0.024 -0.020 0.020 -0.018 0.019 -0.023 
Parent Education 0.122*** 0.169*** 0.119*** 0.168*** 0.112*** 0.162*** 0.111*** 0.156*** 
Disability: Mental 0.091** 0.05V 0.098** 0.066 0.102*** 0.066 0.111*** 0.069 
Disability: Learning - O U I * * *  -0.114** -0.116*** -0.114** -0.113*** -0.112** -0.112*** -0.109** 
Adolescent Depression -0.130*** -0.223*** -0.129*** -0.218*** -0.122*** -0.219*** -0.118*** -0.213*** 
Adolescent Self-Esteem 0.064* 0.034 0.059 0.026 0.058 0.024 0.062 0.022 
Independent Variables 
Age -0.048 -0.093* -0.014 -0.091* -0.041 -0.085* 
Immigrant Generation: 1st 0.000 0.031 -0.001 0.030 -0.007 0.052 
Immigrant Generation: 2nd -0.013 -0.012 -0.014 -0.011 -0.007 -0.001 
Intervening Variables 
Adolescent Autonomy 0.013 -0.003 -0.392 -0.511 
Parental Involvement 0.020 0.035 -0.212 0.024 
Parental Expectations 0.076** -0.001 -0.249 -0.143 
Interactions 
1st Gen. * Expectations 0.007 0.003 
2nd Gen. * Expectations ... 
— 
... ... 
-0.012 -0.026 
R-squared 0.070 0.114 0.073 0.123 0.079 0.125 0.087 0.135 
Adjusted R-squared 0.065 0.106 0.065 0.110 0.069 0.107 0.069 0.104 
Change in R-squared — — 0.003 0.009 0.006 0.002 0.008 0.010 
*pc.05 **p<01 ***p<.001 
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families) in comparison to Latino/as, regardless of family type, few variables are significant 
predictors for Asian adolescent grades (Table 6.13). None of the control variables are a 
significant predictor for single-parent Asians and only parent education (|3= .143, p < .001), 
adolescent depression (P- -.141, p < .001), and learning disability (p= -.084, p < .05) were 
significant for dual-parent families. 
As observed for the entire sample (n=l5,329), when the independent variables are added 
to the model, age has a significantly negative effect on GPA indicating that the older the 
adolescent the worse their grades are regardless of family type (P= -.151, p < .05 for single-
parents and p= -.126, p < .01 for dual-parents). A gender effect also was observed, where 
females performed better than males in dual-parent homes. In addition, first generation 
immigrant status becomes the single strongest predictor of adolescent GPA for Asians living 
in single-parent households (P= .303, p < .001). In contrast to all the other ethnic and gender 
groups, second generation immigrant status also had a significant positive effect on GPA for 
Asians living in single-parent households (P= .208, p < .05). Therefore, first and second 
generation Asian immigrant adolescents are predicted to have higher GPAs than Asian 
nonimmigrants when they are living in a single-parent home. 
When intervening parenting behaviors are added to the model, only parental expectations 
in dual-parent homes have a significant effect on adolescent GPA for Asians (P= .134, p < 
.001). The addition of parental expectations to the equation for dual-parent homes draws 
power from the other significant explanatory variables. Therefore parental expectations 
weaken the effect of parent education, learning disabilities, adolescent depression and age on 
GPA. 
Table 6.13 
Standardized Regression Coefficients for the Effects of the Model on Asian Americans' GPAs for Single-Parent (n=140) and 
Dual-Parent Homes (n=381) 
Step 1 Step 2 Slop 3 Step 4 
Control Variables + Independent Variables + Mediating Variables + Addition of Interactions 
Single-Parent Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-Parent 
P P P P P ft P P 
Constant (B) 2.935*** 3.07ft*** 3.700*** 3.728*** 3.351*** 3.412*** 2.064 3.031* 
Control Variables 
Adult to Child Ratio 0.082 0.048 0.053 0.062 @000^## 0.055 0.057 0.056 
Parent Education 0.089 0.1-13*** 0.089 0.141*** 0.119** 0.087 0.120** 
Disability: Mental -0.105 0.011 -0.116 0.017 0.014 -0.110 0.012 
Disability: Learning -0.107 -0.081* -0.107 -0.081* -0.094 -0.065 -0.081 -0.069 
Adolescent Depression 0.006 -0.141** 0.005 -0.145** -0.005 -0.12ft** -0.011 -0.124** 
Adolescent Self-Esteem 0.140 0.053 0.133 0.055 0.118 0.058 0.103 0.056 
Independent Variables 
Gender: Female 0.072 0.182*** 0.175*** 0.074 0.172*** 
Age -0.151* -0.126** -0.158* -0.154*** -0.135 -0.151*** 
Immigrant Generation: 1st 0.303*** 0.094 0.304*** 0.070 0.289** 0.073 
Immigrant Generation: 2nd 0.208* 0.037 0.196* 0.016 0.223* 0.017 
Intervening Variables 
Adolescent Autonomy 0.058 0.063 -0.508 0.055 
Parental Involvement 0.000 -0.005 -0.612 -0.301 
Parental Expectations 0.081 0.134*** 0.921 0.230 
Interactions 
1 st Gen. * Involvement 0.022 0.112 
2nd Gen. * Involvement — — — 0.013 0.076 
R-squared 0.055 0.059 0.116 0.110 0.126 0.130 0.167 0.141 
Adjusted R-squared 0.029 0.050 0.075 0.095 0.072 0.111 0.063 0.104 
Change in R-squared — — 0.061 0.051 0.010 0.020 0.041 0.011 
*p<05 **p<01 ***p<001 
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Interestingly, it is not until the moderating interactions are added to the model that the 
model becomes stronger for single-parent Asians than for dual-parent Asians. In step 4 of 
the analysis, no significant moderating interactions are observed for either single- or dual-
parent Asians although the strength of the model increases for both groups (change in R2= 
0.041 for single-parent families and R2= 0.011 for dual-parent families), ultimately resulting 
in a stronger model for single-parent Asians. 
When Asian males are analyzed as a separate group (n= 284) the model has an R2= 0.192 
for single-parent families and R2= 0.146 for dual-parent families (Table 6.14). No variables 
in the entire model, however, were significant for Asian males living in single-parent homes. 
It is also important to note that no Asian males living in single-parent homes in the sample 
were reported as having a mental disability. Parent education (P= .176, p < .001) and 
adolescent depression (p= -.144, p < .05) were the only significant control variables for 
Asian males in dual-parent homes. When age is added to the equation, adolescent depression 
(P= -.169, p < .001) loses its significance as a predictor of GPA and the strength of parent 
education decreases (change in P= .007). There were no significant influences of immigrant 
generation on Asian males. 
Asian American males living in dual-parent homes benefit positively from increased 
levels of adolescent autonomy and high parental expectations. However, with the addition of 
these intervening variables, the negative influence of age on academic performance increases 
(change in P= .050). It can be concluded that when parenting behaviors are accounted for, 
older Asian males perform worse than their younger counterparts, who benefit from high 
parental expectations and autonomy. 
Table 6.14 
Standardized Regression Coefficients for the Effects of the Model on Asian American Males' GPAs for Single-Parent (n=77) 
and Dual-Parent Homes (h=207) 
Step 1 Step 2 Step 3 Step 4 
Control Variables + Independent Variables t Mediating Variables + Addition of Interactions 
Single-l'a rent Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-P.iri.Mil Single-Parent Dual-Parent 
p P P P P P P P 
Constant (B) 2.874*** 2.815*** 3.333*** 3.819*** 3.150*** 3.431*** -1.230 1.982 
Control Variables 
Adult to Child Ratio 0.025 0.054 0.018 0.080 0.006 0.058 -0.002 0.058 
Parent Education 0.160 0.176*** 0.161 0.169** 0.157 0.149** 0.161 0.149** 
Disability: Mental 00W0NNN00 0.023 0.026 000000001 (1.018 0.012 
Disability: Learning -0.105 -0.085 -0.109 -0.091 -0.110 -0.059 -0.107 -0.079 
Adolescent Depression -0.146 -0.144* -0.129 -0.110 -0.138 -0.078 -0.157 -0.080 
Adolescent Self-Esteem 0.109 0.020 0.138 0.008 0.109 0.025 0.091 0.032 
Independent Variables 
Age 0@00^^Ng 0K0900N -0.087 -0.169** -0.071 -0.219*** -0.068 -0.224*** 
Immigrant Generation: 1st 00000000 0^^0000 0.189 0.082 0.185 0.074 0.164 0.092 
Immigrant Generation: 2nd 00000000 0&Ê0000 0.214 0.007 0.198 -0.013 0.192 -0.004 
Intervening Variables 
Adolescent Autonomy 00000000 K5000000 -0.053 0.116* -0.205 0.360 
Parental Involvement MB0M000 0.041 -0.018 -0.345 -0.298 
Parental Expectations §0000000 RKÊNN00E 0.045 0.171*** 1.513 0.488 
Interactions 
1st Gen. * Involvement ^0000^00 W0000000 -0.055 0.022 
2nd Gen. * Involvement 
— — 
... ... 0.047 0.052 
R-squared 0.097 0.067 0.124 0.091 u i:9 « m 0.192 0.146 
Adjusted R-squared 0.059 0.049 0.063 0.066 0.043 0.099 0.035 0.088 
Change in R-squared — — 0.027 0.024 0.005 0.040 0.063 0.015 
*p<.05 **p<01 ***p<001 
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Similar to the effect observed for Asians as a whole, the model is stronger for dual-parent 
families in step 3 but becomes stronger for single-parent families in step 4. In step 3 of the 
analysis the model has a R2= 0.129 for single-parent families and R2- 0.131 for dual-parent 
families but with the addition of the moderating interactions (although none are significant 
for Asian males) the strengths of the model for each family type change (change in R2= 0.063 
for single-parent families and R2= 0.015 for dual-parent families). 
As observed for Latinas, the model consistently (across all four steps) explains more of 
the variance in GPA for Asian females (Table 6.15) living in single-parent families (R2= 
0.325) compared to dual-parent families (R2- 0.143). In fact, the model explains more for 
Asian females (n= 237) than it does for the sample as a whole (n=15329). Within the entire 
model, however, only three variables are significant predictors of Asian females' grades. For 
single-parent families, age (P= -.263, p < .05 for the model in Step 3) and first immigrant 
generation status (P= .470, p < .001 for the complete model) are the only significant 
predictors of Asian female academic performance. In single-parent homes, older Asian 
females performed worse than younger Asian females and first generation immigrants 
outperform their later generations of Asian female immigrants. Similarly, adolescent 
depression is the only significant predictor of Asian female grades within dual-parent 
families (P~ -.171, p < .05 for the complete model) where females with higher levels of 
depression have lower grades that females with low levels of depression. No significant 
effects were found for parenting behaviors and autonomy for Asian females, regardless of 
family type. 
When the moderating interactions are added to the model in step 4 of the analysis for 
Asian females the only significant interaction observed is the interaction between first 
Table 6.15 
Standardized Regression Coefficients for the Effects of the Model on Asian American Females' GPAs for Single-Parent (n=63) 
and Dual-Parent Homes (n=174) 
Step 1 Step 2 Step 3 Step 4 
Control Variables + Independent Variables + Mediating Variables + Addition of Interactions 
Single-Parent Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-Parenl Single-Parent Dual-Parent 
P P P P P P P P 
Constant (B) 2.991*** 3.542*** 4.203*** 3.920*** 3.883*** 3.700*** 5.845 5.933** 
Control Variables 
Adult to Child Ratio 00^0000K 0.021 0.105 0.030 0.106 0.033 0.099 0.040 
Parent Education 0ÊMÉM000 0.092 -0.019 0.101 -0.026 0.085 -0.027 0.062 
Disability: Mental ^000 -0.144 -0.154 -0.168 — 
Disability: Learning -0.065 -0.070 -0.060 -0.075 -0.051 -0.071 0.003 -0.088 
Adolescent Depression 00010^0000 -0.163* 0.153 -0.163* 0.156 -il. II"* 0.094 -0.171* 
Adolescent Self-Esteem 00000000 0.132 0.124 0.125 0000000 0.119 0.126 0.125 
Independent Variables 
Age 00ÉN00Ë0000 00Ê0W9 -0.222* -0.082 -0.263* -0.089 -0.180 -0.065 
Immigrant Generation: 1 st 000N00W00I 00R I^ 0.435*** 0.129 0.444*** 0.100 0.470*** 0.053 
Immigrant Generation: 2nd 00000|-gg00@ 00%W0 0.157 0.085 0.16ft 0.065 0.233 0.031 
Intervening Variables 
Adolescent Autonomy M000RWÊÊ00I 0000^1 0.194 0.006 -1.017 -0.514 
Parental Involvement 100000^^0011 00B00 -0.077 0.022 -1.351 -0.390 
Parental Expectations 0000000000 0.092 0.082 0.483 -0.356 
Interactions 
1 st Gen. * Involvement 00^^000000 @0000 0Kc%0000 N00AB^^0 0.111 0.245* 
2nd Gen. * Involvement ... ... ... 
— 
0.089 0.100 
R-squared 0.074 0.081 0.207 0.094 0.248 0.101 0.325 0.143 
Adjusted R-squared 0.016 0.064 0.129 0.067 0.146 0.064 0.148 0.076 
Change in R-squared — — 0.133 0.013 0.041 0.007 0.077 0.042 
*p<05 **p<01 ***p<001 
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generation immigrant status and parental academic involvement (P= .245, p < .05) in dual-
parent homes. Thus, for Asian females living in dual-parent homes, the influence of parental 
involvement is 0.245 stronger for first generation immigrants than for later immigrant 
groups. 
Regression Models for Whites 
Excluding the ethnic and immigrant generation effects, the explanatory power of the 
complete model for Whites alone (R2= 0.163 for single-parent families and R2= 0.206 for 
dual-parent families) is very similar to what is observed for the entire sample (Table 6.16). 
This result is due in large part because Whites (n=l 1,358) make up the overwhelming 
majority of the sample. The strongest predictors for adolescent GPA for Whites in single-
parent homes are parent education (P= .158, p < .001 for the complete model), learning 
disabilities (P= -.170, p < .001 for the complete model), and gender (P= .181, p < .001 for the 
complete model). Similarly, in the complete model, the strongest predictors for Whites in 
dual-parent homes are parent education (P= .189, p < .001), learning disabilities (P= -.174, p 
< .001), adolescent depression (P= -.167, p < .001) and gender (P~ .149, p < .001). 
Regardless of family type, Whites perform better academically if their parents have 
higher levels of education, they do not report a learning disability, are not depressed and are 
female. In single-parent homes (in step 3 of the analysis), parental academic involvement 
(P= .043, p < .01) and high academic expectations (P= .069, p < .001) have a positive effect 
on student academic performance and benefit boys more than girls, as well as adolescents 
with learning disabilities, depression or low self-esteem. In dual-parent families, both 
Table 6.16 
Standardized Regression Coefficients for the Effects of the Model on White Americans' GPAs for Single-Parent (n=4213) 
and Dual-Parent Homes (n=7144) 
Step 1 Step 2 Step 3 Step 4 
Control Variables + Independent Variables + Mediating Variables + Addition of Interactions 
Single-Parent Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-Parent 
IS P P P (i P P P 
Constant (B) 2.746*** 2.913*** 2.837*** 3.170*** 2.562*** 2.778*** 1.565* 3.246*** 
Control Variables 
Adult to Child Ratio -0.054*** -0.010 -0.042*** -0.046*** -0.009 -0.048*** 
Parent Education 0.177*** 0.219*** 0.176*** 0.219*** 0.159*** 0.190*** 0.158*** 0.189*** 
Disability: Mental 0.051** 0.058*** 0.052*** 0.054*** 0.055*** 0.060*** 0.056*** 0.061*** 
Disability: Learning -0.206*** -0.205*** -0.175*** -0.184*** -0.169*** -0.171*** -0.170*** -0.174*** 
Adolescent Depression -0.117*** -0.173*** -0.130*** -0.175*** -0.123*** -0.168*** -0.124*** -0.167*** 
Adolescent Self-Esteem 0.081*** 0.044** 0.102*** 0.066*** 0.095*** 0.049*** 0.094*** 0.048*** 
Independent Variables 
Gender: Female 000001 0.184*** 0.162*** 0.180*** 0.151*** 0.181*** 0.149*** 
Age MNNNI -0.025 -0.051*** -0.020 -0.060*** -0.019 -0.059*** 
Immigrant Generation: 1st WNÊNWNMWW 0.008 0.008 0.009 0.005 0.043** 0.017 
Immigrant Generation: 2nd 0.000 0.010 -0.001 0.007 0.002 0.010 
Intervening Variables 
Adolescent Autonomy — 0.0-15*** -0.016 -0.209 
Parental Involvement 0.043** 0.059*** -0.099 -0.047 
Parental Expectations 0.069*** 0.116*** 0.275 0.083 
Interactions 
Age * Autonomy NÊMNMWNkW IKiMllllË 0.047 0.255* 
1st Gen. * Involvement SlIJllllll -0.004 -0.032* 
2nd Gen. * Involvement |®r mil -0.018 -0.005 
1 st Gen. * Expectations 
--- - J^flfll!!!! 0.005 -0.023 
2nd Gen. * Expectations — ™ — — -0.016 -0.033** 
R-squared 0.121 0.155 0.155 0.184 0.161 0.202 0.163 0.206 
Adjusted R-squared 0.120 0.154 0.152 0.183 0.158 0.201 0.157 0.202 
Change in R-squared 0.034 0.029 0.006 11.013 0.002 0.004 
*p<.05 **p<01 ***p<001 
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parenting involvement ((3= .059, p < .001) and expectations (P= .116, p < .001), as well as 
adolescent autonomy (P= .045, p < .001) have a significantly positive effect on adolescent 
grades. These intervening variables also decrease the explanatory power of parent education, 
learning disabilities, depression, self-esteem and gender in step 3 of the analysis. 
When the moderating interactions were added to the model, three significant interactions 
were observed for White adolescents living in dual-parent homes, but none were observed for 
single-parent Whites. The first, and strongest, interaction observed among dual-parent 
families is the interaction between adolescent age and autonomy (P= .255, p < .05). As 
observed for the complete sample, this interaction indicates the influence of autonomy on 
GPA increases by 0.255 with each unit increase in age. The other two significant 
interactions observed for dual-parent Whites are the interaction between first generation 
immigrant status and parental involvement (P= -.032, p < .05) and the interaction between 
second generation immigrant status and parent expectations (P= -.033, p < .01). Therefore, it 
can be interpreted that the influence of parental involvement and parent expectations on GPA 
is more negative for first and second generation immigrant Whites respectively. 
Similar results are observed for White males (n= 5,689; Table 6.17) and White females 
(n=5,668; Table 6.18) and in both cases the model explains more of the variance in GPA for 
adolescent living in dual-parent families than for adolescent with single-parents. Some 
observed differences are: parental involvement has a significantly positive effect for males in 
both single- and dual-parent homes but only produces a similar effect for females in dual-
parent homes; the strongest predictors for male academic performance are parent education 
and learning disabilities, whereas the strongest predictors for females are parent education 
and depression; lastly, age had a much stronger negative effect on female academic 
Table 6.17 
Standardized Regression Coefficients for the Effects of the Model on White American Males' GPAs for Single-Parent 
fn=2054) and Dual-Parent Homes (n=3635) 
Step I Step 2 Step 3 Step 4 
Control Variables + Independent Variables + Mediating Variables + Addition of Interactions 
Single-Parent Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-Parent 
(1 P P P P 1$ P P 
Constant (B) 2.730*** 2.835*** 2.896*** 3.093*** 2.595*** 2.604*** 1.051 3.277*** 
Control Variables 
Adult to Child Ratio 0.004 -0.058*** 0.006 -0.052** 0.007 -0.057*** 0.007 -0.059*** 
Parent Education 0.152*** 0.224*** 0.153*** 0.223*** 0.134*** 0.191*** 0.131*** 0.191*** 
Disability: Mental 0.073** 0.078*** 0.074** 0.078*** 0.080*** 0.085*** 0.081*** 0.086*** 
Disability: Learning -0.206*** -0.186*** -0.206*** -0.185*** -0.198*** -0.172*** -0.198*** -0.174*** 
Adolescent Depression -0.112*** -0.158*** -0.109*** -0.154*** -0.105*** -0.143*** -0.105*** -0.142*** 
Adolescent Self-Esteem 0.114*** 0.069*** 0.115*** 0.066*** 0.100*** 0.050* 0.100*** 0.048* 
Independent Variables 
Age -0.024 -0.040* -0.025 -0.039* -0.023 -0.039* 
Immigrant Generation: 1st 0.013 0.017 0.013 0.011 0.015 0.040 
Immigrant Generation: 2nd 0.007 0.009 0.007 0.006 0.004 0.015 
Intervening Variables 
Adolescent Autonomy 0.031 0.042* -0.057 -0.220 
Parental Involvement 0.062** 0.064*** -0.293 -0.052 
Parental Expectations 0.069** 0.132*** 0.506* -0.015 
Interactions 
1 st Gen. * Involvement lllliMBMli -0.042 -0.044* 
2nd Gen. * Involvement S|Sjg;J|||||| -0.036 -0.009 
1st Gen. * Expectations 0.017 -0.030 
2nd Gen. * Expectations — — — -0.018 -0.053** 
R-squared 0.123 0.151 0.123 0.153 0.133 0.175 0.140 0.181 
Adjusted R-squared 0.119 0.149 0.118 0.150 0.126 0.171 0.129 0.175 
Change in R-squared 
— 
— 0.000 0.002 0.010 0.022 0.007 0.006 
*pc.05 **p<01 ***p<001 
Table 6.18 
Standardized Regression Coefficients for the Effects of the Model on White American Females' GPAs for Single-Parent 
(n=2159) and Dual-Parent Homes (n=3509) 
Step 1 Step 2 Step 3 Step 4 
Control Variables + Independent Variables + Mediating Variables + Addition of Interactions 
Siiialv-l'iirvnt Diiiil-I'arviit Single-Parent Dual-Parent Single-Parent Dual-Parent Single-Parent Dual-Parent 
P P P P P fi P P 
Constant (B) 2.894*** 3.102*** 3.061*** 3.491*** 2.798*** 3.166*** 2.416** 3.590*** 
Control Variables 
Adult to Child Ratio -0.030 -0.047** -0.026 -0.033 -0.029 -0.037* -0.028 -0.039* 
Parent Education 0.202*** 0.222*** 0.202*** 0.222*** 0.188*** 0.194*** 0.187*** 0.192*** 
Disability: Mental 0.028 0.035 0.030 0.035 11.029 0.041* 0.029 0.042* 
Disability: Learning -0.146*** -0.184*** -0.144*** -0.185*** -0.141*** -0.177*** -0.142*** -0.177*** 
Adolescent Depression -0.154*** -0.20h*** -0.151*** -0.201*** -0.142*** -0.197*** -0.141*** -0.195*** 
Adolescent Self-Esteem 0.093*** 0.067*** 0.093*** 0.067** 0.092*** 0.049* 0.090*** 0.047* 
Independent Variables 
Age -0.024 -0.065*** -0.012 -0.082*** -0.013 -0.084*** 
Immigrant Generation: 1st 0.004 0.000 0.006 -0.002 0.005 -0.002 
Immigrant Generation: 2nd -0.004 0.011 -0.007 0.008 -0.005 0.007 
Intervening Variables 
Adolescent Autonomy -0.004 0.047* -0.097 -0.244 
Parental Involvement 0.027 0.056** 0.037 -0.072 
Parental Expectations 0.072** 0.105*** 0.063 0.145 
Interactions 
1st Gen. * Involvement 0.053 -0.029 
2nd Gen. * Involvement 0.007 0.003 
1 st Gen. * Expectations HillPlHïl 0.021 -0.017 
2nd Gen. * Expectations 
—-
— — 
-0.021 -0.008 
R-squared 0.132 0.176 0.133 0.181 0.139 0.196 0.141 0.199 
Adjusted R-squared 0.129 0.175 0.128 0.178 0.132 0.193 0.130 0.193 
Change in R-squared 
—-
— 0.001 0.005 0.006 0.015 0.002 0.003 
*p<05 **p<01 ***p<.001 
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performance than for males. Similarly, in step 4 of the analysis, no moderating interactions 
were significant for White females or single-parent White males, however, both the 
interaction between first generation immigrant status and parental involvement (P= -.044, p < 
.05), as well as the interaction between second generation immigrant status and parent 
expectations (P= -.053, p < .01) are significant. For White males in single-parent homes, the 
negative influence of parental involvement on GPA is 0.044 stronger for first generation 
immigrants than for later immigrant groups and the negative influence of parent expectations 
on GPA is 0.053 stronger for second generation immigrants than for other immigrant groups. 
The significance of these two interactions for dual-parent Whites as a whole can be 
accounted for mostly by White males in dual-parent homes. 
Summary of Results 
Several themes are consistent throughout the results. The first theme is in regards to the 
model's strength. The model is consistently stronger for dual-parent families than for single 
parent families for all groups with the exception of Latinas and Asian females, as well as 
Asians once the moderating interactions are added to the model. In addition, the model is 
generally stronger for females than for males with the exception of ethnic minority males 
compared to females in dual-parent homes. Lastly, the model has the strongest explanatory 
power for GPA when both gender and ethnicity are included in it. 
The second theme observed in the results encompasses the significant influences of the 
various control and independent variables tested. Within the control variables, parent 
education is always significant for dual-parent homes with the exception of Asian females; 
depression is always one of the strongest predictors for females regardless of ethnicity or 
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family type with the exception of single-parent Asian females and learning disabilities are 
significant for all males except Asians. In addition, higher levels of parent education and 
self-esteem, as well as diagnosis with a mental disability consistently resulted in high grades 
whereas high levels of depression, a large adult-to-child ratio in the home, and diagnosis with 
a learning disability resulted in lowered grades. Within the explanatory variables, it was 
observed that females and first generation immigrants consistently had higher grades while 
older adolescents consistently had lower grades. 
The third theme observed in the results is in relation to the various influences the 
intervening variables had on the control and independent variables when added to the model. 
The addition of mediating parenting behaviors always decreased the effects of parent 
education, depression, and self esteem and always increased the effects of adult-to-child ratio 
and mental disability on adolescent grades regardless of ethnicity or gender. The effects 
parenting behaviors on gender, age, and immigrant generation, however, are ethnic group 
dependent. In addition, regardless of ethnicity, females and males experienced these 
relationships differently and ethnic groups experienced these relationships differently 
regardless of gender. Similarly, specific ethnic-gender groups each experienced the complete 
model uniquely. 
The final theme observed in the results is in relation to the significant moderating 
interactions in the model. Generally, within each ethnic group, more interactions are 
observed for dual-parent than for single-parent families. Three interactions were significant 
across multiple groups: age * autonomy, 2nd immigrant generation * parent expectations and 
1st immigrant generation * parental involvement. The interaction between age and autonomy 
was significant for Whites and African Americans, as wells as for the complete sample, 
where the influence of autonomy on GPA consistently increased with age. The interaction 
between second generation immigrant status and parent expectations was significant within 
all groups except Asians. When significant, the influence of parent expectations on GPA 
became more negative with the exception of the positive influence it had for second 
generation immigrant African American males living in dual-parent homes. The interaction 
between first generation immigrant status and parental involvement was observed for dual-
parent White males and Asian females and for the complete single-parent female sample. 
Within dual parent families the influence of parental involvement on GPA was more negative 
for White males but more positive for Asian females compared to other immigrant 
generations within their respective ethnic groups. Lastly, an interaction unique to Latino/as, 
was the interaction between age and parent expectations observed for dual-parent Latino 
males whom for the influence of parent expectations on GPA becomes increasingly positive 
with age. 
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CHAPTER 7 
DISCUSSION AND IMPLICATIONS OF FINDINGS 
Summary of the Study 
The purpose of this study was to discover the intervening family variables that link 
gender, age, ethnicity, and immigrant generation to adolescent academic performance. The 
effects of adolescent autonomy, parental academic involvement and parental academic 
expectations on student success were examined. The research literature shows that ethnic 
minority students consistently perform less well than majority students in school and on 
standardized tests, and that females from all ethnic groups perform better than males. 
Although multiple explanations have been offered by researchers, little has been done to 
explain variables within the family that may contribute to this difference in gender and 
ethnic/racial performance. 
A selected sample from the National Longitudinal Study of Adolescent Health data set 
(Add Health) was used to examine variables measuring the level of independence granted to 
the adolescent by the parent, parental involvement in the adolescent's schooling, and parent 
academic expectations specifically for Latino/as with comparisons drawn to White, African 
American, and Asian adolescents. The outcome variable of adolescent academic 
performance was assessed using the adolescent's reported grade point average. Multiple 
regression analysis was used to discover whether parental independence-giving to 
adolescents, in addition to parental involvement and expectations for college enrollment 
could be used to explain adolescent academic success or failure and whether these effects 
varied by students' gender, age, ethnicity/race or immigrant generation. 
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The sample was analyzed as a whole using a four-stage hierarchical regression model 
that introduced the control variables (adult-to-child ratio, parent education, mental and 
learning disability, depression, and self-esteem) first, followed by the independent variables 
(gender, age, ethnicity/race and, immigrant generation), then the intervening variables 
(adolescent autonomy, parental involvement and parental expectations), and finally the 
intervening * independent variable interactions. The model also was analyzed separately by 
gender and ethnic group and gender within each ethnic group. Parallel models were analyzed 
for each subgroup for single-parent and dual-parent households. 
Major Findings 
Several major conclusions can be drawn from this study. The major findings are: 
• The model tested does explain some of the variance in adolescent GPA. The 
significance and explanatory strengths of the independent and intervening 
variables are gender- and ethnic specific. 
• Adolescent autonomy, parental involvement and parental expectations do not 
mediate the relationship between the independent variables and GPA but rather 
serve as additional explanatory variables for the model; all three variables had a 
positive influence on academic performance. 
• Parental involvement was the single strongest predictor of Latino/a adolescent 
academic performance, especially for Latino males. 
• Asian adolescents are an anomaly; the model had very few significant variables 
that explained Asian academic performance. 
147 
Testing the Hypotheses 
It was hypothesized that the adolescent characteristics and parental behaviors tested were 
significantly related to adolescent academic performance and that these variables would 
interact in the following ways: 
1. When the antecedent variables (control variables and adolescent intrapersonal 
characteristics) are controlled, main effects will be observed for gender, age, 
ethnicity/race, and immigrant generation on academic performance. Specifically, 
gender and ethnic/race differences are expected by group. 
2. When the antecedent variables are controlled, parental behaviors will mediate the 
influence of gender, age, ethnicity/race, and immigrant generation on academic 
performance. 
3. When the antecedent variables are controlled, gender, age, ethnicity/race, and 
immigrant generation moderate the influence of parenting behaviors and attitudes on 
academic performance. 
Two of the study's three major hypotheses were supported through the analyses. Main 
effects were observed for the independent variables gender, age, ethnicity/race, and 
immigrant generation on adolescent academic performance. The intervening variables, 
adolescent autonomy, parental academic involvement, and parent academic expectations had 
no significant mediating effects on the relationship between the independent variables and 
adolescent GPA. The intervening variables did, however, act as additional significant 
explanatory variables and added to the strength of the model. When the independent and 
intervening variables were combined, several significant interaction effects were observed, 
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thus, creating a partial moderating effect of the independent variables on the relationship 
between parenting behaviors and attitudes and adolescent GPA. 
The first hypothesis was supported by the main effects for gender, age, ethnicity/race and 
immigrant generation observed in the analyses. These main effects were: females performed 
better than males; academic performance decreased with age; African Americans and 
Latino/as performed more poorly than Asians or Whites; and first generation immigrants 
performed better than later immigrant groups. Although adolescent autonomy, parental 
involvement and parental expectations all had a positive influence on adolescent GPA, the 
second hypothesis was not supported because these effects were not strong enough to 
compensate for the negative effects of being male, Black, or Latino/a. 
Several moderating interactions were observed, however, when the independent and 
intervening variables were combined. The influence of autonomy on GPA became 
increasingly positive as the adolescent got older. Parental involvement had a stronger 
positive influence for first generation immigrant adolescents compared to later immigrant 
groups while parent expectations had the least positive influence on academic performance 
for second generation immigrants compared to first and third generation immigrants. 
Implications of the Gender and Ethnic/Racial Differences Observed 
Although the influences of the variables tested were the same for both males and females 
for all ethnic groups, the strength of each was gender- and ethnic-specific. Males and 
females experience these effects differently. Similarly, Latino/as and African Americans 
experience these variables differently from Whites and Asians. 
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Gender Differences 
The independent variables and parenting behaviors in the model were generally stronger 
in predicting female academic performance than performance for males. It is likely that 
other variables not explored in this study such as, but not limited to, involvement in gangs, 
low teacher expectations, peer pressure to perform poorly, gender-expectations within the 
home and lack of motivation are contributing to male academic failure. 
Regardless of ethnicity or racial identification, females reported higher grades than males 
and identity, as being Black or Latino/a had a weaker negative effect on female academic 
performance whereas identity as Asian actually had a significant positive effect on female 
performance compared to males. Being both male and Black or Latino creates a double risk 
for poor academic performance and, although identity as Black or Latina also has a negative 
effect for females, it is not as strong as it is for males. 
Adolescent autonomy, parental involvement, and parental expectations all had a positive 
effect on academic performance regardless of gender and had equally strong effects on 
academic performance for both males and females. Females, however, did report 
significantly higher mean levels of parental involvement and higher parental academic 
expectations. Therefore, it can be concluded that parents tend to be more involved and have 
higher expectations for their daughters' education and exhibit less involvement and lower 
expectations for their sons. These parenting behaviors only enhance female academic 
success (especially in dual-parent homes) while males, who need more parental intervention 
to improve academic performance, are not receiving the attention they need. 
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Ethnic/Racial Differences 
The model was relatively strong and the variables tested had significant effects on 
adolescent GPAs for Whites, Blacks, and Latino/as, but not for Asians. Asians differed from 
the other three groups on a variety measures and were an anomaly in this study. 
White, Black, and Latino/a Adolescents 
For Whites, Blacks, and Latino/as the control variables included in the model all had a 
significant influence on adolescent academic performance. Two differences were observed 
however, for all three groups, as a reflection of family type. 
The first difference observed between single- and dual-parent homes was that the adult-
to-child ratio was only significant among dual-parent families and surprisingly, more adults 
in the home had a negative effect on adolescent GPA. It can be concluded that, with both 
biological parents already present, more adults in the home, although possibly adding to the 
level of supervision, may make the home environment more chaotic and less time may be 
dedicated to the child's academics, thus negatively influencing GPA. 
The second difference noted was that the significance of age was less for adolescents 
living in single-parent homes versus dual-parent homes. In addition, autonomy does not 
have a significant influence on GPA for adolescent in single-parent families. Perhaps 
adolescents in single-parent homes are more independent and mature at an earlier age and 
therefore do not go through the transitions experienced during the adolescence stage that 
children in dual-parent homes experience. Rather, adolescents in single-parent homes 
maintain a high and stable level of maturity throughout their adolescent years; thus changes 
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in age and autonomy do not have as strong of an influence on GPA for single-parent 
adolescents as for their dual-parent peers. 
The model was strongest for Whites compared to Blacks and Latino/as; all of the control 
variables in addition to gender, age, and immigrant generation had a significant influence on 
White adolescent academic performance. Blacks and Latino/as experienced similar 
influences from the control variables tested but differed from Whites in the strength of the 
influences of gender and age. Gender and age both had a stronger influence on academic 
performance for Blacks and a weaker influence for Latino/as compared to Whites. As 
expected, the positive influence of first immigrant generation status on academic 
performance was much stronger for African Americans and Latino/as. It can be concluded 
that the performance gap between males and females is greatest among African American 
adolescents and smallest among Latino/as; however, being a first generation immigrant 
significantly improves academic performance for both groups. 
Within the parenting behaviors tested, African Americans and Latino/as reported equally 
low levels of autonomy from parental control and Whites reported the highest. African 
Americans reported higher levels of parental involvement and parental expectations than 
both Whites and Latino/as. Latino/as reported the lowest levels of parental involvement for 
the entire sample but benefited more from higher parental expectations than Whites. 
Autonomy, parental involvement, and parental expectations all had a significant positive 
influence on academic performance for Whites and Latino/as but only parental expectations 
had a significant influence on African American academic performance and this effect was 
significantly weaker than it was for the other the ethnic groups. Therefore, although 
parenting behaviors have beneficial effects on adolescent academic performance for Whites 
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and Latino/as, these effects are not present for Blacks. Despite reporting higher levels of 
parental involvement and expectations than either Whites or Latino/as, these parenting 
behaviors do not necessarily improve academic performance among Blacks. 
Latino/a-specific influences. 
The focus of this study was Latino/a academic performance. The importance of Latino/a 
education is furthered reinforced by the fact that the Latino/a sample reported the lowest 
GPAs, the least amount of parent education, and the lowest levels of parental involvement. 
It was initially expected that adolescent autonomy would have a significant influence on 
Latino/a academic performance and that interactions between gender and autonomy and age 
and autonomy would also be significant predictors. Instead, it was discovered that, although 
Latino/as reported the lowest levels of autonomy (along with Blacks) and the positive 
influence of autonomy is stronger for Latino/as than Whites, autonomy does not uniquely 
interact with age or gender for Latino/as. Therefore, although Latino/as are generally given 
less autonomy from their parents compared to other groups, autonomy is not a strong 
significant predictor of Latino/a academic performance and therefore, less autonomy is not 
detrimental to student grades. This effect does not vary by age or gender. 
Instead, when mediating parent behaviors were included in the model, parental 
involvement was discovered to be the single strongest predictor of Latino/a adolescent 
performance, more than twice as strong as it is for Whites. This is especially true for Latino 
males. Poor Latino/a academic performance can most accurately be explained through 
parental involvement. Parental involvement had the strongest positive influence on academic 
performance for Latino/as compared to any other group in the sample, yet Latino/as report 
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the lowest levels of parental involvement. These low levels of parental involvement are 
likely the reflection of the reported low levels of Latino/a parent education in combination 
with the fact that over half of the Latino adolescent sample had parents that were not born in 
the United States. Therefore, although increased levels of parental involvement would 
greatly improve Latino/a academic performance, Latino/a parents may not be as involved as 
they would like in their children's education due to their own limited years of schooling, in 
addition to their lack of knowledge and experience with U.S. schools, limited language 
abilities and limited financial resources that accompany the immigrant experience. 
Asian Adolescents 
The Asian sample in the study differed from the rest of the sample in a variety of ways. 
Asians reported the highest grades, the highest levels of parent education and parental 
expectations in addition to the fewest occurrences of disabilities. Asians also reported the 
highest levels of depression and the lowest self-esteem. In addition, almost half of the Asian 
sample was a first generation immigrant. Within the tested model, depression and parent 
education were the only significant control variables to influence Asian adolescents' grades. 
Similarly parental expectations were the only parenting behavior that had a significant 
influence on Asian academic performance regardless of gender. 
Asians reported the highest levels of depression and the lowest self-esteem but had the 
highest GPAs. The discrepancy between levels of depression and self-esteem for Asians in 
relation to their academic performance have led many researchers to question the traditional 
linkage of high depression and low self-esteem to poor academic performance. This 
discrepancy is mirrored in the comparison of depression and self-esteem levels for males and 
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females where females report higher levels of depression and lower self-esteem but yet have 
higher grades than their male peers. Several researchers have theorized that some 
adolescents do not include academic performance in their measure of self-worth; therefore 
poor academic performance is not a reflection of nor reflected by depression and low-self-
esteem. Further research is needed in the areas of depression and self-esteem to address this 
racial and gendered discrepancy. 
Asian parents reported significantly fewer occurrences of mental retardation and learning 
disabilities than the rest of the sample. It is hypothesized that this finding may be a reflection 
of parent reporting, failure to test for a disability or a misdiagnosis, and cultural-specific 
views of disabilities. Asian parents may have chosen not to report a mental or learning 
disability to the interviewer. In addition, almost half of the Asian sample were first 
generation immigrants whose family contact with medical and psychological professionals 
may be limited and who are likely to not have medical insurance, thus, significantly 
decreasing the opportunity for an adolescent to be diagnosed and treated. In addition, 
depending on length of time in the U.S., first generation status may be accompanied by a 
language barrier that would mask a learning disability. Lastly, parental views of disabilities 
are culturally dependent and a reflection of cultural values; what is labeled as a disability or a 
problem in one culture may not be in another. 
Parental academic expectations had a strong positive influence on academic performance 
for Asian adolescents (especially in dual-parent households) while, in contrast to the other 
ethnic/racial groups, parental involvement (except for first generation Asian female 
immigrants) and adolescent autonomy had no significant effect. Therefore, not only do 
155 
Asians report the highest levels of parental expectations but these expectations, along with 
first generation immigrant status, are significant motivators for Asian adolescents to excel in 
school. In addition, there must be other variables working for Asian American adolescents 
that were not included in the model such as ethnic community cohesion, ethnic identity, and 
internal levels of academic motivation. 
Recommendations and Future Research 
As discussed in previous research and presented in the findings of this study, males and 
ethnic minorities, especially Latino/as are at an academic disadvantage. School curricula and 
programs, as well as parent education and community outreach programs need to reflect 
these issues and address the specific needs of male students and ethnic minority families. 
Males, and particularly Black and Latino males, are at a statistical disadvantage for 
performing well in school. This study shows that this disadvantage can be partially 
explained by the lower levels of parental involvement and expectations that males receive 
from their parents compared to their female counterparts. Parent education programs need to 
address this issue during childhood and encourage parents to be equally involved in the 
education of both their daughters and their sons and that, in fact, their sons may actually need 
extra assistance with homework, and require higher levels of academic supervision and 
explicit parent expectations for college enrollment. 
Parenting behaviors, however, do not account for all of the gender variance in academic 
performance. Additional factors are also contributing to male academic failure. As indicated 
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by previous studies, males are placed at risk within schools as a result of low teacher 
expectations, deviant peer influences, and a lack of role models. In addition, ethnic minority 
males may also be at risk for academic failure due to pressure from ethnic minority peers to 
not conform to the academic standards of the White majority. 
Increased levels of parental involvement and higher expectations have a positive 
influence on academic performance for all ethnic groups regardless of gender. Latino/as 
however, benefit the most from increased levels of parental involvement and have the most 
to gain. Parent education programs and community welcome programs for Latino/a 
immigrants need to emphasize the importance of parental academic involvement for Latino/a 
academic performance and make expectations of parental involvement in the schools clear to 
parents. Simply telling parents that they need to be more involved, however, is not enough. 
School administrators and faculty need to work closely with parents to help facilitate parental 
involvement and work to address the issues of limited parent education, time constraints, and 
possible language barriers. Creating a welcoming and safe environment for Latino/a parents 
beginning with the initial enrollment of their child in the school, having flexible hours for 
parents to come in and talk with teachers, and by providing translators when necessary would 
facilitate Latino/a parents becoming more involved. 
Future research is needed to further explore the gender- and ethnic-specific influences of 
parenting behaviors and in-home factors on academic performance. Specifically, research 
needs to be done to identify the intrafamilial factors that are helping females succeed, as well 
as the factors are impeding male academic performance. Special attention needs to be given 
to ethnic minority males, especially Latinos, because these students are performing the worst. 
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In addition, further research is needed to discover the factors that are working for Asians and 
to explain their academic success despite the various risk factors they are exposed to such as 
ethnic minority status, increased levels of depression, low self-esteem, and high frequencies 
of foreign-born parents. 
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NOTE 
This study is based on the data from the National Longitudinal Study of Adolescent 
Health project (Add Health) designed by J. Richard Udry (PI) and Peter Bearman, and 
funded by the National Institute of Child Health and Human Development through grant 
P01-HD31921 provided to the North Carolina Population Center, University of North 
Carolina at Chapel Hill. Cooperative funding for Add Health was also provided by the 
National Cancer Institute; the National Institute of Alcohol Abuse and Alcoholism; the 
National Institute on Deafness and Other Communication Disorders; the National Institute on 
Drug Abuse; the National Institute of General Medical Sciences; the National Institute of 
Mental Health; the National Institute of Nursing Research; the Office of AIDS Research, 
National Institute of Health (NIH); the Office of Behavior and Social Science Research, 
NIH; the Office of the Director, NIH; the Office of Research on Women's Health, NIH; the 
Office of Population Affairs, Department of Health and Human Services (DHHS); the 
National Center for Health Statistics, Centers for Disease Control and Prevention (CDC), 
DHHS; the Office of Minority Health, CDC, DHHS; the Office of Public Health and 
Science, DHHS; the Office of the Assistant Secretary for Planning and Evaluation, DHHS; 
and the National Science Foundation. To obtain more information or data files from the 
National Longitudinal Study of Adolescent Health send all inquiries to the Add Health 
Project, Carolina Population Center, 123 West Franklin Street, Chapel Hill, NC 27516-3997 
or to addhealth@,unc. edu. 
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APPENDIX 
Table A.l 
Model for the Complete Sample. Males and Females 
Complete Sample Male Sample Female Sample 
n=15329 n=7629 n=7700 
Single- Dual- Single- Dual- Single- Dual-
Parent Parent Parent Parent Parent Parent 
(J ; It li 13 |i 
Intercept (B) 2.383*** 3.316*** 1.797** 3.302*** 3.034*** 3.643*** 
Control Variables 
Adult to Child Ratio -0.004 -0.045*** 0.000 -0.054*** -0.012 -0.038** 
Parent Education 0.132*** 0.176*** 0.099*** 0.180*** 0.166*** 0.176*** 
Disability: Mental 0.067*** 0.063*** 0.089*** 0
 1
 
0.046** 0.048*** 
Disability: Learning -0.151*** -0.157*** -0.174*** -0.154'** -0.129*** -0.165*** 
Adolescent Depression -0.114*** -0.163*** -0.092*** -0.134*** -0.134*** -0.193*** 
Adolescent Self-Esteem 0.088*** 0.051*** 0.090*** 0.055*** 0.088*** 0.047** 
Independent Variables 
Gender: Female 0.172*** 0.151*** 
Age -0.029* -0.061*** -0.029 -0.046** -0.026 -0.078*** 
Race: African American -0.081*** -0.099*** -0.065*** 0.107*** -0.096*** -0.093*** 
Race: Asian 0.007 0.019 0.027 -0.006 -0.013 0.035* 
Ethnicity: Latino/a -0.071*** -0.070*** -0.068*** -0.066*** -0.081*** -0.075*** 
Immigrant Generation: 1st 0.043** 0.024* 0.039 0.029 0.050** 0.022 
Immigrant Generation: 2nd 0.015 0.016 0.022 0.027 0.011 0.004 
Intervening Variables 
Adolescent Autonomy -0.142 -0.199* -0.050 -0.179 -0.218 -0.248* 
Parental Involvement -0.108 -0.034 -0.204 -0.043 -0.041 -0.049 
Parental Expectations 0.141 0.046 0.339* -0.033 0.021 0.119 
Interactions 
Female * Autonomy -0.001 0.006 0000001 ---
Age * Autonomy 0.167 0.246** 0.091 0.224 0.225 0.306* 
Air. Am. * Autonomy -0.010 -0.009 -0.018 -0.006 -0.003 -0.016 
Asian * Autonomy -0.002 -0.001 -0.018 -0.007 0.018 -0.001 
Latino/a * Autonomy -0.006 -0.005 -0.025 -0.033 0.021 0.026 
1st Gen. * Autonomy 0.003 -0.009 0.012 0.002 -0.017 -0.019 
2nd Gen. * Autonomy -0.016 0.005 -0.019 -0.035 -0.016 -0.026 
Female * Involvement -0.016 -0.005 0M0M0 0W0Wp@j ---
Age * Involvement 0.173 0.101 0.282 0.115 0.074 0.107 
Afr. Am. * Involvement -0.019 -0.016 -0.030 -0.023 -0.013 -0.008 
Asian * Involvement -0.011 0.007 0.010 0.011 -0.027 0.004 
Latino/a * Involvement -0.007 0.030* 0.007 0.040* -0.018 0.017 
1st Gen. * Involvement 0.001 -0.011 -0.038 -0.019 0.039* -0.004 
2nd Gen. * Involvement -0.016 -0.014 -0.023 -0.020 -0.011 -0.001 
Female * Expectations 0.022 -0.016 
Age * Expectations -0.073 0.089 -0.257 0.174 0.065 -0.007 
Afr. Am. * Expectations -0.027* -0.024* -0.043* -0.020 -0.011 -0.032* 
Asian * Expectations 0.011 0.013 0.003 0.018 0.020 0.006 
Latino/a * Expectations 0.001 -0.004 -0.020 -0.004 0.020 -0.005 
1st Gen. * Expectations -0.007 -0.017 -0.001 -0.007 -0.004 -0.028 
2nd Gen. * Expectations -0.020 -0.025* -0.006 -0.030 -0.040* -0.020 
R-squared 0.144 0.207 0.112 0.182 0.137 0.204 
Adjusted R-squared 0.140 0.204 0.103 0.175 0.129 0.198 
*p<05 **p<.01 ***p<.001 
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Table A.2 
Model for the Latino/a Sample, Latino Males and Latina Females 
Latino/a Sample Latino Male Sample Latina Female Sample 
n=1592 n=797 n=794 
Single- Dual- Single- Dual- Single- Dual-
Parent Parent Parent Parent Parent Parent 
P P P P P P 
Intercept (B) 3.785*** 3.209*** 4.024** 3.315** 3.690* 2.499 
Control Variables 
Adult to Child Ratio 0.023 -0.075** 0.025 -0.071* 0.023 -0.091* 
Parent Education 0.072* 0.083** -0.006 0.106** 0.156*** 0.065 
Disability: Mental 0.066* 0.087*** 0.069 0.109** 0.067 0.090* 
Disability: Learning -0.129*** -0.096*** -0.155*** -0.060 -0.114** -0.147*** 
Adolescent Depression -0.156*** -0.128*** -0.111* -0.074 -0.173*** -0.184*** 
Adolescent Self-Esteem 0.043 0.082** 0.005 0.136*** 0.092 0.026 
Independent Variables 
Gender: Female 0.155*** 0.124*** - —  
Age -0.041 -0.032 -0.027 -0.015 -0.045 -0.048 
Immigrant Generation: 1st 0.067* 0.011 -0.007 0.023 0.123** 0.017 
Immigrant Generation: 2nd 0.041 0.006 0.021 0.056 0.054 -0.037 
Intervening Variables 
Adolescent Autonomy -0.497 -0.254 -0.606 -0.124 -0.406 -0.043 
Parental Involvement 0.190 -0.400 0.712 0.495 -0.348 0.263 
Parental Expectations -0.134 -0.216 -0.325 -0.645 0.029 0.203 
Interactions 
Female * Autonomy 0.047 0.059 
Age * Autonomy 0.456 0.230 0.537 0.000 0.482 0.204 
1st Gen. * Autonomy 0.036 -0.010 0.087 0.052 -0.036 -0.032 
2nd Gen. * Autonomy -0.009 0.047 -0.011 0.169** -0.022 -0.075 
Female * Involvement -0.004 -0.038 - - -
Age * Involvement 0.178 -0.211 -0.697 -0.267 0.382 -0.148 
1st Gen. * Involvement 0.026 -0.010 0.027 -0.035 0.010 -0.001 
2nd Gen. * Involvement 0.020 -0.032 0.054 -0.067 -0.046 -0.004 
Female * Expectations 0.052 -0.024 
Age * Expectations 0.228 0.329 0.416 0.733* 0.167 -0.089 
1st Gen. * Expectations -0.063 -0.014 -0.068 0.047 -0.089 -0.085 
2nd Gen. * Expectations -0.072* -0.019 -0.054 -0.016 -0.116* -0.028 
R-squared 0.105 0.130 0.067 0.141 0.150 0.133 
Adjusted R-squared 0.085 0.115 0.032 0.117 0.118 0.108 
*p<05 **p<01 ***p<.001 
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Table A.3 
Model for the African American Sample. African American Males and African 
American Females 
Afr. Am. Female 
Afr. Am. Sample Afr. Am. Male Sample Sample 
n=1859 n=858 n=1001 
Single- Dual- Single- Dual- Single- Dual-
Parent Parent Parent Parent Parent Parent 
P P P P P P 
Intercept (B) 3.554*** 4.764*** 2.884** 5.284*** 4.115*** 4.647*** 
Control Variables 
Adult to Child Ratio 0.006 -0.024 -0.006 -0.028 0.019 -0.023 
Parent Education 0.082*** 0.119*** 0.050 0.083 0.111*** 0.156*** 
Disability: Mental 0.116*** 0.057* 0.110** 0.047 0.111*** 0.069 
Disability: Learning -0.092*** -0.091** -0.081* -0.084* -0.112*** -0.109** 
Adolescent Depression -0.080*** -0.208*** -1102(1 -0.218*** -0.118*** -0.213*** 
Adolescent Self-Esteem 0.085*** 0.037 0.122*** 0.066 0.062 0.022 
Independent Variables 
Gender: Female 0.174*** 0.224*** 
Age -0.038 -0.092** -0.036 -0.102* -0.041 -0.085* 
Immigrant Generation: 1st 0.042 0.076* 0.116** 0.160* -0.007 0.052 
Immigrant Generation: 2nd -0.013 -0.005 -0.014 -0.005 -0.007 -0.001 
Intervening Variables 
Adolescent Autonomy -0.260 -0.494* -0.101 -0.525 -0.392 -0.511 
Parental Involvement 0.210 -0.128 -0 1X4 -0.191 -0.212 0.024 
Parental Expectations -0.284 -0.264 -0.257 -0.474 -0.249 -0.143 
Interactions 
Female * Autonomy 0.000 0.019 
Age * Autonomy 0.285 0.522* 0.126 0.564 0.414 0.493 
1st Gen. * Autonomy -0.002 0.026 0.003 -0.035 -0.011 0.069 
2nd Gen. * Autonomy -0.009 0.010 0.007 -0.044 -0.029 0.030 
Female * Involvement 0.007 0.051 0000000 - —  
Age * Involvement 0.220 0.094 0.196 0.154 0.223 0.013 
1st Gen. * Involvement 0.023 0.006 0.003 0.008 0.048 -0.012 
2nd Gen. * Involvement -0.018 -0.014 -0.023 -0.039 -0.008 0.004 
Female * Expectations 0.053 -0.039 — 
Age * Expectations 0.288 0.327 0.260 0.525 0.329 0.158 
1st Gen. * Expectations 0.004 -0.020 -0.032 -0.064 0.007 0.003 
2nd Gen. * Expectations 0.025 0.036 -0.066* 0.118** -0.012 -0.026 
R-squared 0.089 0.167 0.057 0.150 0.087 0.135 
Adjusted R-squared 0.078 0.148 0.035 0.116 0.069 0.104 
*p<05 **p<01 ***p<001 
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Table A. 4 
Model for the Asian American Sample. Asian American Males and Asian American 
Females 
Asian Am. Female 
Asian Am. Sample Asian Am. Male Sample Sample 
n= =521 n =284 n=237 
Single- Dual- Single- Dual- Single- Dual-
Parent Parent Parent Parent Parent Parent 
P P P P P P 
Intercept (B) 2.064 3.031* -1.230 1.982 5.845 5.933** 
Control Variables 
Adult to Child Ratio 0.057 0.056 -0.002 0 058 0.099 0.040 
Parent Education 0.087 0.120** 0.161 0.149** -0.027 0.062 
Disability: Mental -0.110 0.012 0.012 -0.168 
Disability: Learning -0.081 -0.069 -0.107 -0.079 0.003 -0.088 
Adolescent Depression -0.011 -0.124** -0.157 -0.080 0.094 -0.171* 
Adolescent Self-Esteem 0.103 0.056 0.091 0.032 0.126 0.125 
Independent Variables 
Gender: Female 0.074 0.172*** 
Age -0.135 -0.151*** -0.068 -0.224*** -0.180 -0.065 
Immigrant Generation: 1st 0.289** 0.073 0.164 0.092 0.470*** 0.053 
Immigrant Generation: 2nd 0.223* 0.017 0.192 -0.004 0.233 0.031 
Intervening Variables 
Adolescent Autonomy -0.508 0.055 -0.205 0.360 -1.017 -0.514 
Parental Involvement -0.612 -0.301 -0.345 -0.298 -1.351 -0.390 
Parental Expectations 0.921 0.230 1.513 0.488 0.483 -0.356 
Interactions 
Female * Autonomy 0.114 -0.045 000N0( @000000 
Age * Autonomy 0.683 0.014 0.316 -0.342 1.462 0.642 
1st Gen. * Autonomy -0.151 -0.010 -0.042 0.067 -0.279 -0.115 
2nd Gen. * Autonomy -0.144 0.023 -0.199 0.083 -0.124 -0.094 
Female * Involvement -0.054 0.028 90*000 00W@N0 — — —  
Age * Involvement 0.636 0.170 0.439 0.234 1.223 0.181 
1st Gen. * Involvement 0.022 0.112 -0.055 0.022 0.111 0.245* 
2nd Gen. * Involvement 0.013 0.076 0.047 0.052 0.089 0.100 
Female * Expectations 0.027 -0.067 00000 @000§00 
Age * Expectations -0.753 -0.043 -1.252 -0.399 -0.421 0.599 
1st Gen. * Expectations -0.083 -0.013 -0.256 0.020 0.109 -0.044 
2nd Gen. * Expectations -0.155 -0.003 -0.112 0.114 -0.217 -0.185 
R-squared 0.167 0.141 0.192 0.146 0.325 0.143 
Adjusted R-squared 0.063 0.104 0.035 0.088 0.148 0.076 
*p<05 **p<01 ***p<001 
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Table A.5 
Model for the White American Sample, White American Males and White American 
Females 
White Sample White Male Sample White Female Sample 
n=11358 n=5689 n=5668 
Single- Dual- Single- Dual- Single- Dual-
Parent Parent Parent Parent Parent Parent 
P P P P P P 
Intercept (B) 1.565* 3.246*** 1.051 3.277*** 2.416** 3.590*** 
Control Variables 
Adult to Child Ratio -0.009 -0.048*** 0.007 -0.059*** -0.028 -0.039* 
Parent Education 0.158*** 0.189*** 0.131*** 0.191*** 0.187*** 0.192*** 
Disability: Mental 0.056*** 0.061*** 0.081*** 0.086*** 0.029 0.042* 
Disability: Learning -0.170*** -0.174*** -0.198*** -0.174*** -0.142*** -0.177*** 
Adolescent Depression -0.124*** -0.167*** -0.105*** -0.142*** -0.141*** -0.195*** 
Adolescent Self-Esteem 0.094*** 0.048*** 0.100*** 0.048* 0.090*** 0.047* 
Independent Variables 
Gender: Female 0.181*** 0.149*** ——— 
Age -0.019 -0.059*** -0.023 -0.039* -0.013 -0.084*** 
Immigrant Generation: 1st 0.043** 0.017 0.015 0.040 0.005 -0.002 
Immigrant Generation: 2nd 0.002 0.010 0.004 0.015 -0.005 0.007 
Intervening Variables 
Adolescent Autonomy -0.016 -0.209 -0.057 -0.220 -0.097 -0.244 
Parental Involvement -0.099 -0.047 -0.293 -0.052 0.037 -0.072 
Parental Expectations 0.275 0.083 0.506* -0.015 0.063 0.145 
Interactions 
Female * Autonomy -0.019 0.004 Slllilllllil - - -
Age * Autonomy 0.047 0.255* -0.021 0.262 0.094 0.300 
1st Gen. * Autonomy -0.008 -0.009 -0.015 0.004 -0.013 -0.022 
2nd Gen. * Autonomy -0.016 -0.001 -0.019 0.011 -0.008 -0.016 
Female * Involvement -0.024 -0.009 jjÊNNMQj 
Age * Involvement 0.165 0.118 0.371 0.125 -0.014 0.132 
1st Gen. * Involvement -0.004 -0.032* -0.042 -0.044* 0.053 -0.029 
2nd Gen. * Involvement -0.018 -0.005 -0.036 -0.009 0.007 0.003 
Female * Expectations 0.008 -0.013 
Age * Expectations -0.212 0.048 -0.440 0.128 0.012 -0.039 
1st Gen. * Expectations 0.005 -0.023 0.017 -0.030 0.021 -0.017 
2nd Gen. * Expectations -0.016 -0.033** -0.018 -0.053** -0.021 -0.008 
R-squared 0.163 0.206 0.140 0.181 0.141 0.199 
Adjusted R-squared 0.157 0.202 0.129 0.175 0.130 0.193 
*p<05 **p<01 ***p<001 
